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Reflections on Preservice Preparation and Professional Development among
Instructors of Adult Emergent Bi/Multilingual Learners
David A. Housel
Advisor: Marshall A. George
Abstract
The preservice preparation and ongoing professional development for instructors of adult
emergent bi/multilingual learners (EBLs) in the United States has been characterized as “deeply
uneven,” lacking uniformity, consistent academic rigor, and practical application to bolster
instructors’ feelings of self-efficacy and agency in addressing their students’ complex learning
needs. Using the Standards for ESL/EFL Teachers of Adults (2008) as a foundation, this
explanatory sequential mixed methods research study explored the reflections of instructors of
adult EBLs regarding their preservice preparation, ongoing professional development, and the
guidance and support received from teaching colleagues and supervisors. The survey instrument
developed contained a combination of demographic and open-ended questions and Likert scale
sub-surveys, one focusing on preservice preparation and another on collegial and supervisory
support. Unfortunately, the response rate for the survey instrument did not yield sufficient
statistical power to make assertions based on the quantitative analyses conducted, but
comparisons between the survey responses and the follow-up interviews suggested that
participants felt adequately prepared to teach adult EBLs but could identify areas that should be
modified and expanded. The follow-up interviews with 10 purposefully sampled volunteers
yielded richer findings that not only identified specific topics that should be components of
preservice preparation and ongoing professional development but also areas for future research.
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CHAPTER 1
PROBLEM OF PRACTICE
The preservice preparation and ongoing professional development (PD) for instructors of
adult learners in the United States, especially emergent bi/multilingual learners1 (EBLs), can be
inconsistent, lacking both uniformity and rigor (Cranton, 1996; Perin, 1999; Perry & Hart, 2012).
In fact, Green et al. (2010) affirmed that “many professional organizations are calling for better
preparation of all teachers for the realities of today’s classrooms” (p. 115), including “language
teaching preparation programs” (Crandall, 2000, p. 35). In particular, the preparation to teach
adult EBLs can be “deeply uneven” (Perry & Hart, 2012, p. 115), and preparation programs
“vary so much in their nature, content, length, and even philosophical underpinnings” (Farrell,
2012, p. 439). Additionally, Faez (2011) argued that there is still “no agreement in the field as to
exactly what effective language teachers need to know” (p. 31), but Freeman and Johnson (1998)
posited that teacher education for Teaching English to Speakers of Other Languages (TESOL)
should be firmly grounded in language teaching (including applied linguistics and second
language acquisition), the pedagogical dynamic between teacher and learner, the educational
context (school and classroom), and the knowledge, experience, and beliefs of the instructor.
Similarly, Farrell (2012) affirmed the importance of connecting preservice preparation
coursework to reflective practice and classroom management as a way of assisting novice
teachers’ transition into the field. For example, the intensity and length of preservice preparation
for instructors of adult EBLs in the United States can vary from simply being a native speaker of
English to intensive six-week certificate to graduate-level academic programs. Supporting high
1

Inspired by the work of Colombo et al. (2019), I prefer the term adult emergent
bi/multilingual learner versus English-language learner as it aligns more closely with my
positionality and removes the supremacy and hegemony of English from the additional language
acquisition process.
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quality instructors, ideally with graduate degrees in TESOL, is crucial, but even wellcredentialed instructors can feel ill-prepared (Chisman & Crandall, 2007). Quoting one of their
research participants, Perry and Hart (2012) asserted, “…when you go to school to be a teacher,
does anything really adequately train you for…the reality of what you’re gonna find?” (p. 116).
Similarly, “adult education programs generally do not require instructors to be licensed, so any
existing regulatory and pedagogical mandates are also different between postsecondary settings
and Pre-K through 12 education” (Housel, 2020, pp. 6-7).
Even with credentialing in pedagogy, both consistent PD and support from colleagues
and supervisors remain important in ensuring ongoing growth and evolution for educational
professionals (Bergeron, 2008; Brannan & Bleistein, 2012; Cranton, 1996; Faez & Valeo, 2012;
Milner, 2002), especially for novice teachers (Farrell, 2012). For Perry and Hart (2012), inservice PD is the only “realistic way to support, model for, and teach adult ESL [English as a
Second Language] instructors” (p. 120). Karabenick and Noda (2004) confirmed the need for
intensive PD to promote the content knowledge, instructional skills, and confidence to
implement evidence-based teaching practices for adult EBLs with special needs. Milner (2002)
highlighted the affirming impact when supervisors create a “supportive social environment” (p.
29) where instructors receive “positive constructive feedback” (p. 34) and other forms of
encouragement and support from their colleagues. Thacker (2017) highlighted the
“pervasiveness and importance of informal professional learning” that is “ongoing, contextbased, and collaborative” (p. 50). Such support and more informal exploration of problems of
practice with teaching colleagues are the foundations of professional learning communities
(DuFour & Eaker, 1998) where “both informal learning and formal professional development
initiatives are key mechanisms for translating research [including action research] into improved
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practice” (p. 2). Although preservice preparation was the primary focus of this study, the role
that ongoing PD and support from teaching colleagues and program supervisors play in nurturing
professional growth was also explored.
Since most of the citations above are prior to 2010, a search on the Education Source and
ERIC databases in late 2019 (during the formulation of the dissertation proposal) with the
keywords “preservice teachers or pre-service teachers” and “adult learners or adult students” and
“English language learners” (i.e., the overall focus of the dissertation) from 2010 onward yielded
only eight sources: four academic journal articles, two books, one conference paper, and one
dissertation. Another more focused search using the same databases with the keywords “teaching
standards in America” and “adults or adult” or “adult learners” generated no results. The
keywords “teacher standards” and “adult learner” produced three sources from 1987 through
2010, mostly related to teaching math. Finally, using the keywords “teaching standards” and
“adults or adult,” 98 sources were uncovered, but none approximated the specific focus of this
dissertation nor mentioned TESOL standards for instructors of adult EBLs. The outcome of these
searches validated the dissertation’s contribution to the field as evidenced in the extant research
literature.
Research Questions
Although collecting data on the participants’ perceptions of their standards-based
preservice preparation was the primary focus of the dissertation, exploring the level and extent of
their ongoing PD and support from colleagues, supervisors, and administrators informed the
content of both the survey instrument and the semi-structured interview questions for this study
as well as identified areas for further research. The four research questions that guided the
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research design, especially the data collection, analysis, and interpretation of the findings,
follow:
1) How do instructors of adult EBLs perceive the alignment of their preservice preparation
with the TESOL standards for the preparation of instructors?
2) How did the nature and duration of their preservice preparation influence instructors’
feelings of readiness to address their adult EBLs’ learning needs?
3) How often do instructors of adult EBLs receive formal in-service PD? How do they
perceive the influence of any formal in-service PD received on their ongoing growth as
educational professionals?
4) How do instructors of adult EBLs perceive the influence of any informal guidance and
support provided by teaching colleagues, program administrators, and supervisors on
their ongoing growth as educational professionals?
Theoretical Framework
Given the necessary depth and breadth of preservice preparation and ongoing
professional development for instructors of adult EBLs throughout their careers as educational
professionals, the theoretical framework for this dissertation was equally comprehensive. The
research design and data collection, analysis, and interpretation processes were informed and
seen through the lenses of the TESOL Standards for ESL/EFL [English as a Foreign Language]
Teachers of Adults (2008); teacher knowledge in English-language teaching as expressed
through Shulman (1986, 1987) and Grossman’s (1990) framework and its corollaries, teacher
language awareness (Andrews, 2001, 2003, 2007) and critical multi-lingual awareness (García,
2008, 2015); culturally responsive/sustaining pedagogies (Gay, 2002; Guy, 1999; LadsonBillings, 1995b; Paris & Alim, 2017); professional learning communities (DuFour & Eaker,
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1998); and teacher self-efficacy and agency (Bandura, 1982, 1986, 2001). See Figure 1 for a
graphic representation of the theoretical framework.
Figure 1
Graphic Representation of the Theoretical Framework

Teacher Knowledge in
English-Language
Teaching

Teacher Language
Awareness
(Andrews)

Shulman &
Grossman’s
Framework
[PCK]

Culturally
Responsive/Sustaining
Pedagogies (Gay &
Ladson-Billings)

Critical MultiLingual Awareness
(García)

Standards for
ESL/EFL Teachers
of Adults (TESOL)

Professional Learning
Communities
(DuFour & Eaker)

Teacher Self-Efficacy &
Agency (Bandura)

TESOL Teaching Standards
Teaching standards are commonplace in the United States and establish the knowledge
and skills that instructors should possess to promote effective teaching and learning in their
classrooms. Teaching standards typically outline the performance indicators that effective
instructors should demonstrate consistently and are thus used as templates for the coursework,
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assessments, and evaluations embedded in teacher preparation programs. The Standards for
ESL/EFL Teachers of Adults (TESOL, 2008) were specifically developed “to ensure excellence
in English language teaching to speakers of other languages” (p. viii) and “to foster student
success through effective teaching” (p. v). Since these standards were the foundation of the items
developed for the survey instrument for this dissertation, these standards and performance
indicators were de facto a part of the study’s guiding framework. The work on these standards
began with a task force commissioned by the TESOL Board of Directors in 1999, which
ultimately confirmed the importance of standards for the profession that were applicable in all
teaching contexts, both in the United States and internationally. In 2004, the TESOL Standards
Committee commissioned a team of writers to develop vignettes and other explanatory materials
to complement the standards that had been revised via extensive input from English-language
instructors and other practitioners in the field. The current standards from 2008 reflect the work
of these two committees and were intended to identify the “necessary qualifications of teachers
of adult English learners in various settings: in the workplace, at the college level, in intensive
English programs (IEPs), and in EFL programs” (p. vi). Given their more recent modification
and adoption, the standards for initial TESOL Pre-K through 12 teacher preparation programs
were also reviewed for potential use in the phrasing of survey items created for this study
(Appendix A).
Teacher Knowledge in English-Language Teaching
Given the complex, multivariate nature of teaching English to adults who are speakers of
other languages, the concept of teacher knowledge in teaching English should include more
generic teaching competencies, like pedagogical content knowledge, teacher knowledge, and
knowledge of learners and context, as described in Shulman and Grossman’s framework, as well
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as the skills specific to English-language teaching to non-native speakers, including language
proficiency and awareness, as outlined in Andrews’ teacher language awareness (TLA), and to
teaching diverse, multilingual, multiracial EBLs as detailed in García’s critical multi-lingual
awareness (CMLA).
Shulman and Grossman’s Framework
Despite their critics (Carlsen, 1991; McEwan & Bull, 1991; Sockett, 1987), Shulman
(1986, 1987) and Grossman’s (1990) foundational work remains prominent in the field and has
been used extensively in a variety of research designs, studies, and contexts (Chappell & Moore,
2012; Chauvot, 2008; Desimone, 2011; Gube & Phillipson, 2011; Hogan et al., 2003; Johnson &
Goettsch, 2000; Kallemeyn et al., 2013; Krepf et al., 2018; Lucas, 2007; Macías, 2013; Mecoli,
2013; Olivero, 2015; Troyan et al., 2017; Yazdanpanah, 2015). Their belief that deficits in
preservice preparation can have long-lasting repercussions supported focusing the standardsbased inquiry of the dissertation primarily on the preservice preparation of instructors of adult
EBLs. This focus also provided an appropriate and manageable scope. Specific components of
Shulman’s framework, such as pedagogical content knowledge (PCK), teacher knowledge, and
knowledge of learners, were complemented by Grossman’s emphasis on context. Combined,
these components were particularly relevant to the research questions and were also embodied in
the standards and performance indicators for ESL/EFL teachers of adults as developed by
TESOL, Inc. (2008).
Despite the common threads and approaches between teaching English in secondary
settings (the focus of much of Shulman and Grossman’s work) and teaching English as a new or
additional language to adults, there are unique challenges to teaching ESL/EFL that suggest
Shulman and Grossman’s framework might not prove comprehensive enough. With language
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teaching, I believe teacher language awareness (Andrews, 2001, 2003, 2007) and critical
multilingual language awareness (García, 2008, 2015) should also be included within the
dissertation’s theoretical framework. Both are outgrowths of Shulman and Grossman’s
framework, just specific to language-learning contexts.
Teacher Language Awareness. A corollary to pedagogical content knowledge
(Shulman, 1986) that is essential to language teaching is TLA (Andrews, 2001, 2003, 2007).
TLA added a dimension to PCK and refers to instructors’ ability to use, analyze, and teach
language (Lindahl, 2019), including subject-matter knowledge (e.g., linguistics and second
language acquisition, SLA), beliefs about the language they are teaching, and knowledge of their
language learners. How does the instructor’s level of proficiency in the language and their
comfort with varieties and registers of that language impact their teaching (Park, 2011)? Does
the degree of TLA facilitate, or obstruct, the teaching-learning process and students’ acquisition
of the target language? Enhanced TLA enables instructors to integrate language with content
instruction, respond to language-related questions, recognize dialectical varieties, and socialize
learners into content-specific academic language (Lindahl, 2019).
Although originally applied to EFL teaching contexts where instructors’ home
language(s) were not English, Andrews (2003) conceded that TLA may apply equally to ESL
teaching contexts in English-dominant countries where the instructors’ home language is
English. Subsequently, Andrews (2007) identified three interwoven components of TLA: user
domain (the instructor’s own command of English and awareness of language variety and use
among diverse learners); analyst domain (the instructor’s knowledge of general linguistic rules
and structures); and teacher domain (the teacher’s skill at planning language instruction and
supporting culturally and linguistically diverse learners). TLA should be incorporated into
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preservice training coursework (Lindahl, 2019) and supervised student teaching seminars to
facilitate the integration of TLA into teaching practice (Lindahl & Baecher, 2016). TLA should
also be incorporated into in-service PD as the lens through which pedagogical strategies and
instructional activities are implemented and how more experienced instructors conceptualize
language for themselves and with their students (Lindahl & Watkins, 2015).
Critical Multi-Lingual Awareness. García (2015) expanded and transformed TLA into
CMLA by including additional aspects. Beyond knowledge of SLA, ESL/EFL instructors must
develop “specialized knowledge about the social, political, and economic struggles that surround
the languages [the students’ home and new], about pedagogical practices surrounding
bilingualism, and bilingualism itself” (García, 2008, p. 390) to work with their emergent
bi/multilingual students. García’s conceptualization of CMLA aligned nicely with studentaffirming and culturally sustaining pedagogies (Gay, 2002; Guy, 1999; Ladson-Billings, 1995b;
Paris & Alim, 2017) and the TESOL teaching standards.
Culturally Responsive/Sustaining Pedagogies
One iteration of culturally responsive/sustaining pedagogies was defined by Gay (2002)
as culturally responsive teaching (CRT), which involves “using the cultural characteristics,
experiences, and perspectives of ethnically diverse students as conduits for teaching them more
effectively” (p. 106). Gay asserted that academic content and skills become more personally
meaningful, have higher interest appeal, and are learned more easily and thoroughly when
situated within the lived experiences and frames of reference of students. Since academic success
is often built on validating students’ strengths, instructors must be trained to work effectively
with culturally diverse students (Gay, 2002) and to incorporate CRT strategies and practices
consistently in their classroom instruction (Johnson & Owen, 2013; Rhodes, 2013, 2017). For
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instructors of adults, Guy (1999) argued that CRT requires instructors to examine 1)
communicative processes (including reflecting on their own cultural identities); 2) instructional
content and practices (ensuring that stereotypical and other oppressive material is removed); 3)
classroom norms and expectations (maximizing learner participation by sharing power with
students and making classroom dynamics more student-centered); and 4) learning evaluation
criteria (ensuring that assessments are not culturally biased, incongruous, or antithetical to their
learners’ culture).
Ladson-Billings (1995b) couched the concept as culturally responsive pedagogy (CRP)
and emphasized the importance of sociocultural consciousness in effective CRP practices.
Johnson and Owen (2013) illustrated the use of sociocultural consciousness in adult English to
Speakers of Other Languages (ESOL) settings by validating students through a caring learning
environment, creating what is often called a “community of learners” (Ladson-Billings, 1995a, p.
163) who respect each other’s cultures. Fostering student-centered instruction and activities that
are differentiated, individualized, and attuned to students’ motivation, interests, and Englishlanguage proficiency is also a crucial component of sociocultural consciousness. Believing that
“one size does not fit all,” Morrison et al. (2017) synthesized their review of 45 classroom-based
studies to identify and operationalize CRP and identified three overarching tenets: 1) high
academic expectations for all students, 2) cultural competence for instructors and strong cultural
identity for students, and 3) critical consciousness for both instructors and students.
Curricular knowledge in the sense of having prescribed, set curricula to address specific
adult learning standards is not as common nor imperative in adult education contexts as in Pre-K
through 12 educational settings. In teaching ESOL, however, instructors should develop
culturally relevant and sustaining curricula and lessons and be able to select culturally relevant
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and sustaining materials and resources. This level of cultural competence is evidenced in the
TESOL teaching standards and performance indicators, which were incorporated into the online
survey developed for the quantitative data collection for this dissertation.
Professional Learning Communities
Given the constantly changing realities in educational settings and my belief that
educators should grow and evolve throughout their careers, exploring the role that PD and
collegial and supervisory support play in an instructors’ ongoing growth as educational
professionals was also worthy of investigation and study. For Lund (2016), “…when teachers
investigate, experiment, discuss, and reflect on their teaching and when they collaborate with
other teachers, they become better informed critics of their own practice” (p. 23). Like Lund, I
believe that this ongoing self-reflection, training, and collegial and supervisory support are the
only ways that instructors remain relevant, effective, and impactful throughout their teaching
careers. Although the TESOL standards undergirded the investigation of the preservice
preparation of the research participants, investigating in-service PD and ongoing collegial and
supervisory support also informed the development of both the survey items and the semistructured interview questions for the qualitative portion of the dissertation. The data collected
relevant to in-service PD and ongoing collegial and supervisory support also identified areas for
further exploration, primarily replicating this study with a larger sample size and other suggested
modifications. The research participants evidenced a range of experience, from those currently in
adult TESOL preservice preparation programs to novice and experienced instructors of adult
EBLs in the field.
Inspired by the work of DuFour and Eaker (1998), PLCs have steadily grown in
prominence in Pre-K through 12 education and have expanded into adult educational settings. As
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Dobbs et al. (2016) asserted, these “communities of practice take time to build, effort to sustain,
and ongoing support to spread their work” (p. 28) and require balancing process versus product,
individual versus group goals, autonomy and support from leadership (e.g., administrators and
supervisors), and professional self-reflection (Farrell, 2012) with dissemination of identified best
practices. In adult ESOL programs, Abbott et al. (2018) concluded that PLCs are a “cost
effective means of engaging in relevant, accessible, contextually appropriate professional
learning and development that meet the changing needs in teaching English as a second language
(TESL)” (p. 21). When PLCs have a social justice focus, they can help remove “barriers that
have historically prevented ELL [English-language learning] students from becoming welcomed,
valued, and integral members in their schools and their communities” (Brooks et al., 2010, p.
151). With their reliance on instructor-led PD, PLCs align well with the collegial support
evidenced in many adult TESOL settings.
Teacher Self-Efficacy and Agency
To challenge the more passive stimulus-response reactivity of behaviorism, Bandura
(1982) defined “perceived self-efficacy” as the judgments regarding “how well one can execute
courses of action required to deal with prospective situations" (p. 122) versus simply reacting to
them. He claimed that social environments may constrain or aid people to behave optimally and
that their ability to do so depends, in part, upon “how efficacious they are perceived to be” (p.
131). Often, people give up trying because of the obstacles they face and their doubts about
successfully overcoming them. Ultimately, their ability to be efficacious involves changing the
social environment so that the competencies they already possess can have the most impact.
In 2001, Bandura challenged the reactive nature of behaviorism further by positing the
notion of agency, which refers to “acts done intentionally" (p. 6). There is not only deliberation
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and choice in agency but also “the ability to give shape to appropriate courses of action and to
motivate and regulate their execution" (p. 8). For Bandura, efficacy beliefs are the “foundation”
of human agency because, “unless people believe they can produce desired results and forestall
detrimental ones by their actions, they have little incentive to act or to persevere in the face of
difficulties" (p. 10). In educational settings, access to needed resources, support, and expertise
can become factors of effective agency.
In addition to Bandura (1982, 1986, 2001), other researchers have affirmed how
instructors’ feelings of self-efficacy and agency, coupled with ongoing access to professional
development and support from colleagues and superiors, contribute to their ability to address and
support the diverse and complex needs of their students (Granziera & Perera, 2019; Klassen &
Chiu, 2010; Lyne, 2013; Milner, 2002; Skaalvik & Skaalvik, 2010; Wyatt & Dikilitas, 2016).
Thus, self-efficacy and agency became essential components of the theoretical framework for
this study.
Similarly, although feelings of self-efficacy could be considered part of teacher beliefs
and seen as a component of PCK or teacher knowledge, I posit that there is a difference between
saying that you have confidence in yourself and believing that you can do something versus
doing it effectively in practice. For me, teacher agency should also be a component of the
theoretical framework and was addressed more explicitly in the follow-up semi-structured
interviews, versus exclusively on self-report survey items. Teacher agency also aligned with the
research questions and was, in my opinion, a manifestation of teacher knowledge, beliefs, and
confidence coupled with on-site support and access to needed resources.
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CHAPTER 2
REVIEW OF THE LITERATURE
In addition to the theoretical framework outlined in Chapter 1, this literature review
explored adult emergent bi/multilingual learners (EBLs)1 and their formal learning in the United
States; standards for instructors of adult EBLs; preservice preparation and its influence on
teacher self-efficacy; ongoing professional development and collegial and supervisory support;
teacher self-efficacy and agency in general; and studies related to the research methodology
chosen for this study.
Adult Emergent Bi/Multilingual Learners and Their Formal Instruction
in the United States
The increasing number of residents, immigrants, and refugees to the United States whose
home languages (L1) are not English will require enhanced readiness to address their
postsecondary educational and vocational needs. Many have arrived as adults with little Englishlanguage instruction and/or with limited or consistently interrupted formal educations in their L1
(Allender, 1998; Magro, 2008). Given the realities of the competitive job market in 21st century
America, earning a high school diploma or non-credit vocational training certificate alone may
not be adequate; a postsecondary degree will ultimately be required to earn a sustainable, living
wage. Similarly, developing adult EBLs’ linguistic proficiencies will also enhance their
marketability in an expanding global economy where English is currently the lingua franca.
Because of these current realities and expectations, many EBLs enter adult and higher
education programs to earn the postsecondary credentials needed to reach their academic and
1

I prefer the term adult emergent bi/multilingual learner versus English-language learner as it
removes the supremacy and hegemony of English from the additional language acquisition
process.
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vocational goals and to negotiate American culture and society more effectively, but “they often
face challenges and have needs that [are different] from those of other adult learners” (Perry &
Hart, 2012, p. 110). Kanno and Varghese (2010) asserted that being an EBL can significantly
constrain immigrants’ and refugees’ access to postsecondary educational opportunities and may
present a set of challenges that few native-speaking students face. These challenges have less to
do with their English-language proficiency and more to do with their “institutional, sociocultural,
and material disadvantages” (p. 323). Focusing exclusively on EBLs’ limited academic literacy
in English and not these other societal dynamics and barriers will never “level the playing field”
for these students nor promote their postsecondary achievement (Kanno & Varghese, 2010). For
example, many of these students struggle to maintain their home languages and cultural practices
within a context of discrimination, culture shock (Birnbaum et al., 2012), and increasingly
divisive rhetoric that many characterize as xenophobic, racist, and linguicist (Blanco-Vega et al.,
2008; Flores & Rosa, 2015). Diaz et al. (2016) denounced these deficit, hegemonic perspectives
toward EBLs that devalue their existing linguistic capabilities and hold them to the unrealistic
expectation of acquiring academic English, often within two years. To counter such expectations,
Blanco-Vega et al. (2008) argued that proactive interventions and supportive practices should be
implemented to facilitate the academic and social adjustment of EBLs and to foster their positive
educational outcomes. Ultimately, “learning more about how [adult emergent bi/multilingual]
learners make sense of their own learning and how teachers perceive their students’ performance
can shed light on effective teaching and learning” (Taskiran & Aydin, 2018, p. 1).
Most adult learners face the challenge of balancing multiple responsibilities along with
their academic and language studies (Day et al., 2011; Gaddy, 2014). Adult EBLs often face
additional challenges, including separation from or loss of family members, poverty and
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financial burdens, loss of personal and professional status, and difficulty developing academic
English-language proficiency (Magro, 2008). For adult EBLs, education in a new country can
represent “hope, a good job, and security” (Magro, 2008, p. 28), but adult learners, including
EBLs, learn differently from children (Gaddy, 2014). Malcolm Knowles introduced the term,
andragogy, to the United States in the 1970s to make this distinction. Since adults must cope
with the demands and challenges of daily living (e.g., earning a living and caring for their
families), they are generally more pragmatic and focused than children (Knowles et al., 2015)
about their learning needs and goals. Their desire to immediately apply what they have learned,
what Hanstock (2004) couched as the “immediacy of application” (p. 81), fits adults’ need to be
well-informed decision-makers. Adults appreciate classroom dynamics and practices that are
more student-centered and that encourage them to become autonomous learners who build on
their previous experiential and informal learning (Hanstock, 2004; Hellman et al., 2019). As they
acquire English, adult EBLs must be given the opportunity to demonstrate the pragmatic and
social functions of language within dynamic, communicative contexts that reflect the
“complicated, situated, and socially influenced nature of language learning, immigration, and
identity construction” (Warriner, 2010, p. 28).
Similarly, adults learn in what Dirkx (2008) called an “affect-laden context” (p. 10) that
elicits a range of emotional reactions, which Palmieri (2008) argued must be acknowledged and
addressed in classroom settings. This emotionality can be particularly intense for adult EBLs
because learning an additional language (L2) becomes intertwined with their evolving personal
and cultural identities (Baker et al., 2016) as they are adjusting to a new societal and cultural
context. For Flores and Rosa (2015), adult EBLs must acquire this new language while coping
with racial, ethnic, and linguistic discrimination. Acting as language ambassadors and cultural
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brokers for their families and communities further complicates the social-emotional realities of
adult immigrant EBLs. To assume this role and to accomplish the accompanying tasks and
responsibilities successfully, they must juggle the demands of acquiring proficiency in a new
language and adjusting to a new society without forsaking their traditional cultural practices by
appearing “too Americanized” to their home communities (Blanco-Vega et al., 2008, p. 55).
Focusing exclusively on academic literacy and not these other societal dynamics and barriers
(Kanno & Varghese, 2010), including adapting to an unfamiliar educational system in a new
language in a short period of time (Misra & Castillo, 2004), will keep these students from
achieving their fullest potentials. Acknowledging the complex psycho-social-emotional realities
of adult EBLs in any English-dominant country, Doran (2014) affirmed the importance of more
holistic instructional approaches that build on and leverage students' cultural backgrounds and
strengths without “defining or limiting them" (p. 71) by the various inequities and challenges
they may face. Developing and implementing interventions that focus on the whole person in
their social context, particularly the factors that impact or obstruct their adjustment to American
culture (Birnbaum et al., 2012; Blanco-Vega et al., 2008), is critical. In other words, Taskiran
and Aydin (2018) cautioned that “teachers should be informed about how their perceptions might
affect their teaching and how their students might be affected by [any] negative perceptions” (p.
6) from their instructors.
These realities beg the following questions: Do instructors of adult EBLs receive
sufficient preservice preparation, ongoing professional development (PD), and the collegial and
supervisory support necessary to develop the self-efficacy and agency required to address the
complex learning and psycho-social-emotional needs of their students? Are there measures of
teacher efficacy and agency that capture the specific challenges faced by instructors of adult
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EBLs? More fundamentally, what exactly do effective language instructors need to know and to
do?
Standards for Instructors of Adult Emergent Bi/Multilingual Learners
Although many professional associations work with and support educators of adult
learners, only one, TESOL [Teaching English to Speakers of Other Languages] International
Association, Inc. publishes standards digitally or in print related to what instructors of adults who
are learning English as a new or additional language should know and be able to do (TESOL,
2008). The mission statement of the American Association of Adult and Continuing Education
(AAACE, 2020) states, in part, that the organization provides “leadership for the field of adult
and continuing education” by “promoting identity and standards for the profession and
advocating relevant public policy and social change initiatives,” but they do not publish specific
teaching standards related to instructors of adults, including those teaching English as a new
language. They do, however, support scholarly research in adult learning and publish three peerreviewed journals. Similarly, the American Institutes for Research (AIR, 2020) is committed to
“increasing the effectiveness of education at all levels through rigorous research and evaluation,
training, and technical assistance…from pre-K to postsecondary education, career readiness, and
adult education,” including EBLs. Yet, they, too, do not publish standards for educators of
adults, though they do have subgroups within the organization that promote research in adult
learning and with EBLs. Though the New York State Education Department provides explicit
standards for educators in Pre-K through 12 settings (NYSDOE, 2011), the department limits its
discussion of adult education to the regulatory requirements for adult education programs and
vague educational qualifications for instructors of adults, but no specific standards for educators
of adult learners, including those of adult EBLs.
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Dr. Timothy Farnsworth (personal communication, June 5, 2019), the TESOL program
leader in the adult track at Hunter College (CUNY) and dissertation committee member, stated
that TESOL International Association, Inc. “publishes standards for adult TESOL teacher
preparation programs.” He continued, “they don't go into great detail in specifying actual courses
but instead they identify areas of teacher knowledge and skills a program ought to address.” He
added that the “K12 programs at Hunter all go through rigorous external evaluation using the
P12 standards specific to their area…but the adult track is not subject to such an alignment
process since it does not involve state certification.” Based on the investigation of existing
standards for educators of adult EBLs and Dr. Farnsworth’s recommendation, the standards
published through TESOL International Association, Inc. undergirded the development of the
survey items and interview questions for this study.
Clearly, what educators of adult EBLs need to know and be able to do to be effective and
impactful is complex and multifaceted, and there is consistency among the TESOL standards and
other TESOL publications targeting ESL/EFL2 teachers of adults. For example, elements of good
teaching for adult EBLs identified by Hellman et al. (2019) clearly overlap with the TESOL
standards and also reflect strategies common in special education (e.g., differentiation and
inclusion) and components of adult learning theory (Knowles et al., 2015), translanguaging
(Otheguy et al., 2015; Parmegiani, 2019), critical pedagogy (Freire, 1970), and culturally
responsive/sustaining pedagogy and social justice (Gay, 2002; Guy, 1999; Ladson-Billings,
1995b; Paris & Alim, 2017). Their elements of good teaching include: 1) leveraging the
2

English as a Second Language (ESL) is most commonly used in English-dominant countries,
like the United States, the UK, Australia, etc., while English as a Foreign Language (EFL) is the
term used in countries where the dominant language is not English (e.g., Mexico, France, China,
etc.).
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resources adult EBLs bring into the classroom; 2) promoting a supportive learning environment
that reduces anxiety and builds trust or fosters lowering the affective filter (Krashen, 1985); 3)
using translanguaging practices (i.e., "invite learners' home languages and cultures into the
classroom”); 4) demonstrating expectations for success for all learners; 5) engaging
communicative activities and making learning tasks relevant to adults' learning goals; 6) using
and practicing authentic language; 7) designing lessons so adult learners engage with meaningful
and relevant content; 8) differentiating instruction; 9) promoting self-directed learning; 10)
making frequent comprehension checks and adjusting instruction accordingly; 11) conducting
formative assessments and providing strategic feedback; and 12) involving learners in decisions
and reflections about summative assessments.
The TESOL standards and performance indicators for instructors of adult EBLs also
emphasize the importance of ongoing PD and evolution beyond strong preservice preparation.
All these standards, performance indicators, and elements aligned well with my positionality and
the research questions for this study.
Preservice Preparation and Its Influence on Teacher Self-Efficacy
Baecher (2012) argued that “knowledge of actual working conditions and challenges
faced by practicing teachers is essential for program self-study and appropriate teacher
preparation” (p. 579). Similarly, Tschannen-Moran and Hoy (2001) asserted that, although
teacher efficacy is a foundational construct that affects instructional behavior, student learning
outcomes, and teachers’ persistence and longevity in the field, “researchers have had difficulty
developing a measurement tool to capture it” because whether efficacy is context-dependent or
“transferrable across contexts” (p. 784) has long been debated among researchers. Rotter (1966)
posited the notion of locus of control where feelings of efficacy are predicated on factors under

22

the teacher’s control versus factors in the environment or within the student that are largely
beyond the teacher’s control. One could argue that the Standards for ESL/EFL Teachers of
Adults (2008) focused on the knowledge and performance indicators that are within the
instructor’s control. With that said, students cannot compartmentalize their lives, and instructors
are also responsible for nurturing the insight and skills needed to manage everything that
students bring into their classrooms effectively (Housel, 2020). Ultimately, Tschannen-Moran
and Hoy (2001) argued that a deeper understanding of teacher efficacy among both instructors in
preparation programs and in-service teachers “could provoke significant changes” (p. 802) in
teacher preparation programs, the support given to novice instructors when they enter the field,
and the structure of ongoing PD. The need for such research was affirmed by both Baecher
(2012) and Farrell (2008, 2012) because they asserted that efficacy beliefs of instructors as they
transition from TESOL preservice preparation programs to the realities of in-service employment
has been insufficiently studied.
In a study whose research questions, methodology, and design paralleled those
implemented for this dissertation, Faez and Valeo (2012) examined feelings of preparedness and
efficacy to “complete teaching practices in adult ESOL classrooms” (p. 450) among 115 novice
instructors (those with no more than three years of teaching experience) based on their preservice
preparation in Ontario, Canada. Their online survey collected demographic information,
including teaching preparation background and work experience. Participants then completed
Likert scale questions regarding their preservice preparation and subsequent feelings of
preparedness and efficacy. Of the 66 participants who volunteered to participate in follow-up
interviews, eight were selectively sampled based on their responses to the online survey. Faez
and Valeo found that their participants valued their preservice practicum experience because they

23

applied classroom knowledge and theory to practice, which ultimately helped them survive “the
realities of the classroom” (p. 464). They also affirmed the foundational work of teacher
educators and mentoring teachers in preparation programs and the importance of ongoing
support in the field so in-service instructors could “adapt their knowledge to different contexts
…and professional demands” (p. 464).
TESOL Certificate Programs
Although certificate programs are more common in international contexts where EFL is
taught, TESOL certificate programs are also common in the United States and often provide
neophyte instructors with the basic skills to teach ESOL. Hobbs (2013) characterized TESOL
certificate programs as a “basic toolkit” (p. 171), “a lesson in survival, a start” (p. 170). Due to
their brevity, certificate programs tend to focus on “practical elements and techniques” (p. 171)
but often lack the theoretical grounding and teacher language awareness (Andrews, 2001, 2003,
2007) needed in most teaching contexts. Hobbs concluded that TESOL certificate programs,
especially short-term ones, may be “incongruous with modern English-language teaching [ELT]”
(p. 173). If nothing else, a clear understanding of the language learning context, including
bi/multilingual proficiency when indicated, and pragmatic competence are crucial for TESOL
certificate programs and ongoing PD. The goal of including participants who have only
completed TESOL certificate programs was to ascertain any difference in perceived feelings of
self-efficacy and agency between them and participants who have completed more rigorous
academic programs, like master’s degrees in TESOL or applied linguistics.
Focusing on short-term TESOL certificate programs, Kiely and Askham (2012)
interviewed in-service instructors six months following their completion of a four-to-five-week
certificate teacher preparation program in the United Kingdom. They acknowledged that such a
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program can only give participants a “state of readiness for work and ongoing learning” (p. 497)
or what Brandt (2006) called “a range of classroom survival techniques” (p. 363). Yet, citing the
work of Peacock (2009) and Ogilvie and Dunn (2010), they asserted that their instructors felt
“well prepared for work, compared to evaluations of longer courses” (p. 515). The findings from
this dissertation study for participants from certificate preservice preparation programs are
consistent with the assertions made by Hobbs (2013) and Kiely and Askham (2012).
Ongoing Professional Development and Collegial and Supervisory Support
Many researchers have advanced the importance of ongoing professional development
(PD) and collegial and supervisory support as instructors, including instructors of adults,
transition from their preservice preparation programs to their in-service teaching practice
(Brookfield, 2017; Cranton, 1996; Darling-Hammond et al., 2005; Norman, 2007; Pasternak et
al., 2018; Sykes et al., 2010), but ongoing PD and supervisory support can be sorely lacking,
especially in private language schools, where “no support and no opportunities for PD” are
provided to novice instructors (Hobbs, 2013). Since the time allotted for supervised preservice
teaching in the culminating practicum is so “truncated,” ongoing learning must occur “in the
early years on the job” (Sykes et al., 2010, p. 467). Norman (2007) echoed the role that
continued modeling and collaboration played in enhancing novice instructors’ performance in
the classroom. Brookfield (2017), Cranton (1996), and Pasternak et al. (2018) also asserted that
ongoing self-reflection (“educator as learner”) and “feeling comfortable being uncomfortable”
(Roy, 2018) are the only ways that educators can “transform,” change established patterns of
behavior, and push themselves to evolve and grow as educational professionals. This evolution
and continual transformation are essential to meet the changing needs of their adult students and
the oscillating demands of their teaching contexts. Reflective practice helps novice, in-service
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instructors connect and mold the theory learned from their preservice preparation to fit their
specific teaching practice, students, and context and must become an essential component of
their practice throughout their teaching careers (Pasternak et al., 2018). Darling-Hammond et al.
(2005) asserted that instructors must connect with and support other instructors by sharing
“understandings about the nature of good teaching” and “working together” to provide
“conducive settings for learning to teach" (p. 404). Fundamentally, connecting with other
instructors is the only way to nurture a “lifelong ability to learn from teaching” rather than
“learning for teaching” (p. 405) common among preservice preparation programs. Critically
reflecting on one’s teaching practice (Brookfield, 2017) challenges educators either to be
“keepers of the status quo” or “agents of social [and educational] change” (Cranton, 1996, p.
141) for adult learners. By “unlearning” what were once considered best practices when they are
no longer effective demands personal self-reflection, ongoing PD (both formal and informal),
and support and guidance from teaching colleagues and supervisors.
Teacher Self-Efficacy and Agency
Bandura (1982) challenged the more passive stimulus-response reactivity of behaviorism
and proposed the concept of “perceived self-efficacy” as the judgments regarding “how well one
can execute courses of action required to deal with prospective situations" (p. 122) versus simply
reacting to them. He argued that social environments may constrain or aid people to behave
optimally, but becoming efficacious requires changing the social environment so that the
competencies that instructors already possess can have the most influence.
Effective classroom instruction also requires thoughtful action so Bandura (2001) further
challenged the reactive nature of behaviorism by positing the concept of agency, which refers to
“acts done intentionally" (p. 6). Agency is “the ability to give shape to appropriate courses of
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action and to motivate and regulate their execution" (p. 8) or deliberation and choice coupled
with purposeful action. For Bandura, efficacy beliefs are the “foundation” of human agency
because, “unless people believe they can produce desired results and forestall detrimental ones
by their actions, they have little incentive to act or to persevere in the face of difficulties" (p. 10).
Self-efficacy and agency have become essential elements of impactful classroom
instruction for ESL/EFL instructors of adults. For example, citing the work of Hoy and Woolfolk
(1993), Atay (2007) asserted that feelings of self-efficacy are not uniform across all teaching
tasks and contexts and can be cyclical throughout one’s life as an educator. Self-efficacy can also
be influenced by the nature of preservice preparation (Siwatu, 2011). In particular, the quality of
the student teaching practicum experience, including the cooperating teacher and the practicum
setting (Atay, 2007; Knoblauch & Hoy, 2008; Sykes et al., 2010), can influence feelings of selfefficacy among preservice instructors (Soodak & Podell, 1996). Novice instructors often
experience a “reality shock” (Atay, 2007, p. 214) when confronted with being a classroom
instructor in the field because they often “underestimated the complexity of the teaching task” (p.
214). Perceived “failures” based on the gap between the expectations novice instructors set for
themselves and their initial performance in the field can negatively influence feelings of selfefficacy and ultimately their tenure in the teaching profession. Similarly, early successes can
bolster feelings of self-efficacy and longevity in the field.
Ultimately, efficacious language teaching is best seen as developmental (Soodak &
Podell, 1996). Instructors should acquire the skills to reflect on, inform, and modify their practice
throughout their careers as educators during preservice preparation (Farrell, 2012) and have
ongoing support from PD, teaching colleagues, and supervisors, especially as novice instructors
(Farrell, 2003), to grow and evolve professionally (Crandall, 2000; Pasternak et al., 2018).
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Johnson (2006) argued that we should expand our traditional notions of PD to include innovative
uses of new technology, informal collaborations among instructors (including professional
learning communities), peer coaching, and professional social networks. This PD should be
mindful of constantly shifting geo-political-cultural realities and address more student-centered
pedagogies, like culturally responsive/sustaining and decolonized pedagogies (Gay, 2002; Guy,
1999; Ladson-Billings, 1995b; Martin et al., 2017; Paris & Alim, 2017).
Studies Related to Chosen Research Methodology
A review of the extant research literature focusing specifically on research methodology
suggested that a sequential, mixed methods design would be most aligned with my research
questions. Rhodes and Coda (2017) used an online survey instrument, containing Likert scale
items with open-ended questions. Investigating participant’s existing pedagogical content
knowledge (PCK) as evidenced in the TESOL Standards for ESL/EFL Instructors of Adults
(2008), as well as the influence of ongoing support through PD, collegial guidance, and
supervisory leadership has been supported by other researchers (Echelberger et al., 2018;
Haworth, 2014; Lund, 2016; Taskiran & Aydin, 2018). Many of the studies in the research
literature included follow-up, in-person, semi-structured interviews, but, depending on the
geographical location of the participant volunteer, these interviews could also be done remotely
through Zoom. Of course, in-person interviews, with potential follow-up contact for clarification
or further questioning, is preferable but was untenable during the COVID-19 pandemic. Rhodes
and Coda (2017), for example, found that “an online survey allowed for ease of participation,”
but “responses were somewhat brief and the online format did not allow for easy probing of
respondents’ statements” (p. 105). They recommended more “in-depth questioning” through
“face-to-face or Internet-based interviewing” in future studies. Clearly, a qualitative component
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to the data collection was crucial to delve more deeply into what was revealed through the
quantitative data collection and analysis, especially regarding teacher agency, and semistructured interviews appeared to be the most viable option. Similarly, self-report measures via
survey instruments are often suspect (Taskiran & Aydin, 2018), so having the opportunity to
explore and probe into the quantitative findings was essential and could not only enhance the
robustness of the data collection but also corroborate their veracity. Such follow-up, in other
words, enabled comparisons between the findings from the quantitative and the qualitative
measures and identify any inconsistencies, which was endorsed by Magro (2008). Even though
the outcome and analysis of the qualitative data from semi-structured interviews did not yield a
“critical case” (Patton, 2015), the qualitative analysis still elucidated and enriched the
quantitative findings.
Lund’s (2016) use of Schön’s (1983) notion of knowledge-in-action and Fenstermacher’s
(1994) teacher knowledge/practical (knowledge through experience), however, were particularly
compatible with my proposed theoretical framework, especially to the teacher agency component
(i.e., teachers acting on their knowledge and beliefs based on their preparation and experience).
In fact, Shulman (1987) cited Fenstermacher’s work (1978, 1986) and its focus on educating
teachers “to reason soundly about their teaching as well as perform skillfully” as a “useful
framework for analysis” (p. 13) to investigate effective teaching. For Shulman (1987), this
knowledge base undergirds teacher agency because “teachers must learn to use their knowledge
base to provide the grounds for choices and actions” (p. 13). Consequently, Schön and
Fenstermacher’s work should be seen as corollaries to the theoretical framework proposed for
this dissertation.

29

Brannan and Bleistein (2012) also used a mixed methods design that included, in part, an
online survey instrument to investigate the social support networks of novice ESOL instructors.
They found that mentoring teacher relationships in preservice preparation and collegial support
for in-service instructors are particularly important in nurturing instructors’ self-efficacy because
of the “need for consistent and directed feedback on different aspects of their teaching” (p. 530).
Some novice instructors saw this collegial support as a form of collaborative PD, like
professional learning communities, and wanted more peer observation and feedback sessions. In
fact, preservice preparation programs should find ways to bolster preservice instructors’ feelings
of self-efficacy (Atay, 2007), including providing strategies to foster mentoring and collegial
relationships in the field to increase novice instructors’ feelings of self-efficacy and agency
(Brannan & Bleistein, 2012). Brannan and Bleistein also lamented the limited availability of
appropriate teaching efficacy measures specific for in-service ESOL instructors, especially
novice instructors, which supported the need to develop a measure based on the TESOL
standards for this dissertation.
Summary
This review of the extant research literature confirmed the complex academic literacy
needs as well as the complicated psycho-social-emotional challenges confronting adult EBLs and
their instructors in the United States. The lingering question worthy of further research was: Do
established teaching standards for instructors of adult EBLs capture this reality adequately
enough to guide the effective preservice preparation and comprehensive ongoing professional
development and support instructors require to address these needs and challenges with a sense
of self-efficacy and agency? This overarching question informed the development of the specific
research questions for this study and its research design, including data collection, analysis, and

30

ultimately the presentation of its findings. Other studies exploring similar issues have used a
sequential mixed methods research design, with an online survey instrument with purposeful
sampling for follow-up, semi-structured interviews, and that research design was used for this
study as well (Creswell & Creswell, 2018). Since no existing standards-based instrument that
investigated teacher self-efficacy and agency among instructors of adult EBLs could be
uncovered, the Standards for ESL/EFL Teachers of Adults from TESOL International
Association, Inc. (2008) were used as the foundation for both the online survey, particularly the
Likert-scale items, and the semi-structured interview questions. Since these standards did not
address some of the psycho-social-emotional issues or co-occurring factors (Housel, 2020) raised
in the literature explicitly, these issues were explored through the open-ended survey and
interview questions. The importance of developing critically reflective instructors and providing
ongoing support was raised in the extant literature and cited by many as critical for professional
evolution and longevity in the field (Brookfield, 2017; Cranton, 1996; Darling-Hammond et al.,
2005; Farrell, 2012; Norman, 2007; Pasternak et al., 2018; Roy, 2018; Tschannen-Moran & Hoy,
2001). Brookfield (2017) posited that critical self-reflection is a skill whose germination should
begin in preservice preparation and be nurtured throughout one’s professional life through
ongoing PD and collegial and supervisory support. The implications of this study provided a
“feedback loop” (Baecher, 2012; Farrell, 2012) with preliminary recommendations for
modifications to existing preservice preparation programs, certificate and degree-bearing alike,
and to ongoing PD and collegial and supervisory support. The goal of this “feedback loop” and
these preliminary recommendations is for instructors of adult EBLs to receive the guidance and
assistance needed to feel self-efficacious in their classrooms and enact instructional strategies
and techniques that will enable their students to reach their fullest potentials.
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CHAPTER 3
METHODOLOGY
This explanatory sequential mixed methods study (Creswell & Creswell, 2018)
investigated how the nature and duration of preservice preparation, length of teaching
experience, and access to ongoing professional development (PD) and collegial and supervisory
support influenced perceived feelings of self-efficacy and agency among instructors of adult
emergent bi/multilingual learners (EBLs) in the United States. Participants were recruited
through existing professional networks and colleges and universities that provide certificate and
undergraduate and graduate degrees in Teaching English to Speakers of Other Languages
(TESOL) as well as snowball sampling. Survey items (Appendix B) were developed based on
the TESOL Standards for ESL/EFL Instructors of Adults (2008), and the survey instrument
(Appendix C) was administered online, with 10 volunteers purposefully sampled for follow-up
interviews. The open-ended survey questions were reviewed for common themes and “thick
descriptions,” and the responses to the semi-structured interview questions were coded. The
Likert scale items on the survey were analyzed quantitatively. The initial overarching research
hypotheses were: 1) The nature and duration of preservice preparation and access to ongoing PD
and collegial and supervisory support would influence perceived feelings of self-efficacy and
agency among instructors of adult EBLs in the United States and 2) the amount of in-service
teaching experience would also influence perceived feelings of self-efficacy and agency among
instructors of adult EBLs in the United States.
Methodology/Research Design
Akin to the research designs used by Baecher (2012) and Faez and Valeo (2012), an
explanatory sequential mixed methods design (Creswell & Creswell, 2018) was used to collect
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and analyze data for this study. Participants (n=75) were instructors of adult EBLs in the United
States. They first completed an online survey instrument (Appendix C) that was developed based
on the TESOL Standards for ESL/EFL Teachers of Adults (2008) and addressed their preservice
preparation. Additional items, a 10-item sub-survey instrument and open-ended questions,
focused on their access to both formal and informal professional development, including support
from teaching colleagues and supervisors. Forty-four respondents to the survey volunteered to be
contacted for a follow-up interview. From those who volunteered, purposeful sampling was used
to identify prospective interview participants with different types of preservice preparation and
levels of teaching experience to explore the answers provided on the survey instrument more
deeply. Ten participants were selected to engage in follow-up interviews. Ultimately, the stories
of instructors’ experiences in the field, as revealed through these semi-structured interviews,
affirmed previous findings from the extant research literature and acted as a feedback loop to
preservice programs so slight adjustments to course content or course offerings could be made
(Baecher, 2012; Farrell, 2012). Similarly, revelations from the interview process identified
content areas for ongoing PD for in-service instructors.
Research Questions and Accompanying Hypotheses
Although collecting data on the participants’ perceptions of their standards-based
preservice preparation was the primary focus of the dissertation, exploring the level and extent of
their ongoing PD and support from teaching colleagues and supervisors have informed the
content of both the survey instrument and the semi-structured interview questions for this study.
The findings of this study also identified areas for further research. These four research questions
guided the research design, especially the data collection, analysis, and interpretation of the
findings. The null and research hypotheses for each research question have been noted.
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1) How do instructors of adult EBLs perceive the alignment of their preservice preparation
with the TESOL standards for the preparation of instructors?
The null hypothesis for this question was that instructors of adult EBLs would perceive little
to no alignment of their preservice preparation to the TESOL standards for the preparation of
instructors. The research hypothesis for this question was that instructors of adult EBLs
would perceive a moderate to strong alignment of their preservice preparation to the TESOL
standards for the preparation of instructors.
2) How did the nature and duration of their preservice preparation influence instructors’
feelings of readiness to address their adult EBLs’ learning needs?
The null hypothesis for this question was that there would be no difference in instructors’
feelings of readiness based on the nature or duration of their preservice preparation. The
research hypothesis, on the other hand, was that instructors’ feelings of readiness to address
their adult EBLs’ learning needs would be directly related to the length and academic rigor of
their preservice preparation. Specifically, graduates from master’s level programs would feel
better prepared to address their learners’ needs than those from short-term certificate
programs.
3) How often do instructors of adult EBLs receive formal in-service PD? How do they
perceive the influence of any formal in-service PD received on their ongoing growth as
educational professionals?
The null hypothesis for these two combined questions was that the more formal in-service
PD instructors receive would have no influence on their perceptions of their growth as
educational professionals while the research hypothesis was that more formal in-service PD
would have a positive influence on their growth as educational professionals.
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4) How do instructors of adult EBLs perceive the influence of any informal guidance and
support provided by teaching colleagues, program administrators, and supervisors on
their ongoing growth as educational professionals?
The null hypothesis for this question was that the more informal guidance and support
instructors of adult EBLs received from teaching colleagues, program administrators, and
supervisors would have no influence on perceptions of their growth as educational
professionals while the research hypothesis was that more informal guidance and support
from colleagues, administrators, and supervisors would have a positive influence on their
perceptions of their growth as professionals.
Participant Selection
Recruitment for research participants occurred by contacting the person responsible for
the listservs of professional organizations, like New York State TESOL (2020) and TESOL
International Association, Inc. (2020), and requesting that they distribute the recruitment email
for this study to their contacts on their listservs. Similarly, using my knowledge of the TESOL
graduate, undergraduate, and certificate programs within the City University of New York
(CUNY) system and the greater New York City metropolitan area as well as the 89 institutions
and organizations listed on the TESOL International Association’s website, websites from these
institutions and organizations in the United States were searched to identify the appropriate
department chairs or contact people. Once identified, these contact people were requested to
distribute the recruitment email among their preservice instructors and program alumni via their
listservs or social media outlets. Snowball sampling was also encouraged in that respondents
forwarded the survey instrument via email or social media posts to friends and colleagues who
teach adult EBLs. The goal was to attract a diverse participant pool with different degrees of
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preservice preparation and a range of teaching experience. Unfortunately, the limited number of
participants overall diminished the statistical power of the study. Certificate and master’s degree
holders were the most appropriate subgroups within the sample in which to conduct an
exploratory factor analysis (EFA) to compare any differences based on preservice preparation in
response rates on the TESOL Standards sub-survey to address the first and second research
questions. Each subgroup would have needed at least 50 participants, and there were only 20
certificate and 47 master’s degree holders. As de Winter et al. (2009) warned, “the literature
easily shows that applying EFA to small sample sizes [less than 50] is treated with caution” (p.
148). Lacking statistical power (Kline, 2013), assertions regarding how preservice preparation,
ongoing professional support and guidance, and in-service teaching experience influenced
instructors’ feelings of self-efficacy and agency in addressing the needs of their adult EBLs
based on the TESOL standards and, if so, to what degree, could not be made. Given the nature of
sampling used, the respondents cannot be characterized as representative of instructors of adult
EBLs. The findings of this study were compared to one done by Faez and Valeo (2012), whose
research questions and design parallel this study, and another done by Kielty and Askham (2012)
that focused on in-service instructors six months after completing a short-term TESOL certificate
preparation program.
Profile of Survey Participants
Although providing answers to the demographic questions on the survey was completely
voluntary, all 75 participants shared their level of preservice preparation, but four (three with
certificates and one with a master’s degree) failed to share their years of teaching experience
(Table 1). The two largest subgroups of survey participants were those holding certificates and
those holding master’s degrees, which paralleled the types of preservice preparation offered by
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the organizations and institutions identified for recruitment purposes. These subgroups were used
for the quantitative analyses of the TESOL Standards sub-survey and the Collegial and
Supervisory Support sub-survey.
Table 1
Level of Preservice Preparation and Years of Teaching Experience of Survey Participants
No Prep
n=2

Certificate
n=20

Bachelor’s
n=2

Master’s
n=47

Doctorate
n=4

0-3 years (n=18)

0

4

1

12

1

4-10 years (n=22)

0

6

0

15

1

11+ years (n=31)

2

7

1

19

2

Preservice
Teaching Exp.

Most of the certificate programs were full-time and short-term, ranging in duration from
four weeks to six months. Some identified their certificate programs as having “nine required
courses,” which were completed within one to three years, depending on whether the participant
studied full- or part-time. For those who identified a discipline area, most participants with
master’s degrees studied in TESOL or applied linguistics programs while others studied in
English, composition rhetoric, early childhood education, bilingual education, and deaf education
graduate programs.
Years of teaching experience ranged from less than six months to 43 years with a mean of
11.6 years. Seventy-one participants identified their age, which ranged from 18 to “over 80,”
with a mean of approximately 46.1 years. Seventy-two participants identified their gender as
follows: 49 female, 22 male, and one non-binary, and seventy-three participants identified their
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race (Table 2). The survey participants were overwhelmingly White and female, which mirrors
the instructors of adult EBLs in the United States.
Table 2
Race and Gender Identity of Survey Participants
n

%

African American/Black

1

1.4

Asian/Pacific Islander

7

9.6

Hispanic/Latinx

5

6.8

White

56

76.7

Bi/Multiracial

1

1.4

Other

3

4.1

Female

49

68.0

Male

22

30.6

Non-Binary

1

1.4

Race

Gender

Profiles of Interview Participants
Looking at their type of preservice preparation, interview participants were selected
proportionately based on the overall sample of those who responded to the survey instrument,
and fortunately those who volunteered for follow-up interviews approximated the proportions
based on preservice preparation evidenced in the survey sample. The goal was to have a crosssection of participants among volunteers with certificates, bachelor’s, master’s, and doctoral
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degrees. Since only two participants with bachelor’s or doctoral degrees volunteered to be
contacted for follow-up interviews, each of these four volunteers was contacted, but one with a
bachelor’s and one with a doctoral degree were no longer available to participate. Given the
larger number of potential volunteers for follow-up interviews among certificate and master’s
degree holders, potential participants from these sample sub-groups were randomly selected.
Among the 10 interview participants selected, one identified as having a bachelor’s degree, one a
doctorate, three certificates, and five master’s degrees. The interview participants also reflected
different levels of teaching experience: five were novice instructors with three years or fewer of
teaching experience (Faez & Valeo, 2012) and five were more experienced instructors, ranging
from 10 to 30-plus years of teaching experience. A demographic overview of the interview
participants, listed by pseudonyms, can be found in Table 3 while narrative profiles for each are
detailed below.
Angela
After completing her undergraduate degree, Angela moved to New York City in 2006 and began
teaching special education with 6th and 7th graders through the NYC Teaching Fellows. While
teaching, she earned her master’s degree in Urban Education. After teaching special education
for a “few years,” she moved to Chiang Mai, Thailand and did a three-week certificate program
to teach English as a Foreign Language (EFL) in which she was the only student with any prior
pedagogical training or teaching experience in the program. She taught in Thailand for a year,
then returned to New York City and taught English to “very wealthy adult international students”
in a private language school for two years. She then moved to Argentina and started teaching
business English to adults in American companies where she felt she was “teaching herself to
teach English.” She returned to the U.S.A., to her native New Mexico, and began teaching ESOL
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Table 3
Demographic Overview of Interview Participants
Participant

Race

Gender

Preparation

Teaching Exp.

Focus*

Angela

White

Female

Cert/PhD

10 years

PD

Boyd

White

Male

MA

30+ years

PD

Caroline

White

Female

MA

1 year

PS

Constance

White

Female

Certificate

12 years

PD

Crystal

White

Female

MA

3 years

PS

Flor

Latinx

Female

Certificate

3 years

PS

Israel

Latinx

Male

Bachelor

18 years

PD

Rachel

White

Female

MA

3 years

PS

Sam

White

Male

MA

11 years

PD

Sharon

White

Female

Certificate

3 years

PS

Note. *Interview Focus: Preservice Preparation (PS) or Professional Development (PD)
Pseudonyms have been used

and GED math at a local community college. At that point, she decided to earn her Ph.D. in
comparative and international education. She returned to South Africa where she had studied for
a term as an undergraduate and did her dissertation on the “English-language learning of South
African domestic workers and the role and intersections of race, class, and domestic work in the
history of language in South Africa.” Upon completing her doctorate, she was offered the
Associate Director position in an institute that focuses on “family and adult literacy” and is
connected to a public college in the eastern United States. In addition to her administrative and
research roles, she teaches an adult ESOL class, which she did until her recent maternity leave.
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Boyd
Boyd was indecisive regarding his undergraduate major and finally chose
communications, though he did not feel a particular “fit” with that career path. He then got a
master’s degree in psychology and ended up working as a “technical service person.” Because he
was always good with languages and had an interest in teaching abroad, a friend encouraged him
to enter a master’s program in applied linguistics because they offered a “stipend and free
tuition.” They used content-based instruction to teach English to adult EBLs. Although he
struggled, he ultimately earned his master’s degree and worked in “adult school for several years
and some refugee programs.” While teaching, he earned his Ph.D. in speech, language, and
technology, then worked for a year in a “speech recognition company, doing phonetic
transcriptions” until the company went out of business in 1990. He then pursued his desire to
work oversees and got a job in the Soviet Union right before its collapse and taught English in a
“brand-new business school” because “everyone was interested in learning capitalism.” After
about two years, the school “kind of fell apart,” so Boyd worked with translation and educational
projects and even taught at a local university, but, ultimately due to funding and family issues, he
returned to the U.S.A. approximately five years ago. He worked as an adjunct in a junior college
teaching composition and at other local universities, including in an intensive ESOL program.
About two years ago, he began teaching in a MA TESOL program at a local university in
southern California.
Caroline
Caroline earned her associate degree in English from the college where she is currently
teaching. She then earned her bachelor’s degree online in secondary education, with an emphasis
in English, from a distance education program because she was unable to move out of her
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hometown. Despite getting teaching certification in Wyoming, she struggled to find a job. Her
professional interests also shifted a bit, so she pursued a master’s degree in TESOL, from the
same distance education program where she earned her bachelor’s degree. Although her master’s
focused on PreK-12 education, she completed one of her teaching practica in a university setting
working with adults. Given her two years of experience working as a tutor in the adult ESOL
program and earning a master’s degree, she was able to get a teaching job in the same program.
Her teaching position began right before the COVID-19 lockdown, so she has had experience
teaching online, hybrid, and in-person classes with adult students as pandemic restrictions have
been slowly lifted.
Constance
As an undergraduate, Constance first studied early childhood and special education but
felt that she would be a “mediocre teacher,” so she “dropped out” and started down a different
career path, specifically industrial sales and construction. She worked in that sector for eight
years then went to work in the engineering department of an international hotel chain where she
remained for 22 years. Although she had multiple roles during her tenure, she always saw her job
as “helping people to learn” and “to find peace and joy in their lives.” At one point, she taught
ESOL as a volunteer, a “couple of hours per week,” and always returned home “ecstatic,” as if
she had found her “true love.” This passion for teaching English to immigrants, however, would
be “put on hold” for quite some time. While working with the hotel chain, she always sought out
training opportunities and ultimately became the “training guru” in the engineering department,
responsible for the development of training for 8000 employees, and worked in that capacity
internationally, often in a “different country every week,” which slowly consumed her life. When
the hotel chain merged, her job was eliminated. She toyed with doing leadership coaching, but
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she could not get excited about helping someone “make another $50,000 per year.” She revisited
her love of teaching ESOL, something that made her “heart sing,” and earned a CELTA. While
earning this English-Language teaching certificate, she began volunteer teaching. She ultimately
became the deputy director of a program in a major city along the Atlantic Seaboard that works
with 1800 students annually with 300 volunteer instructors. In addition to this paid position, she
worked as an adjunct instructor at a “for profit” ESOL school for adults. She then worked at a
community college and several organizations locally. Most of her work now has a vocational
focus where she teaches the English component of a culinary skills course that she co-teaches
with a chef.
Crystal
Crystal studied “classical studies with a Latin emphasis” as an undergraduate because she
“loved studying languages and everything that came with that.” As she neared the end of her
undergraduate studies, however, she realized that she needed a career that “involved interacting
with other living human beings,” so she went directly from undergraduate school to a MA
TESOL program in the western United States. She began teaching while in the program.
Immediately upon graduation, she moved to the eastern United States, far from her professional
TESOL contacts, due to her husband’s job transfer. Now a mother of a small child, she has
continued teaching ESOL remotely due to the impact of the COVID-19 pandemic.
Flor
Flor’s undergraduate degree is in biology, but, as an immigrant from South America and
a non-native speaker of English herself, she decided to earn a certificate in TESOL through an
intensive eight-week program offered through an adult literacy support center in New York City.
She has taught in a variety of community-based, grant-funded, adult ESOL programs, including
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in the public libraries, many of which have a vocational training or work-readiness focus. Her
work has been more sporadic during the COVID-19 lockdown because many of these teaching
sites are closed and offer fewer, if any, classes. Although she only has three years of teaching
experience, she was forthcoming about having experienced discrimination, both from program
administrators and students, because of being a younger woman of color who is an immigrant
and speaks English with a discernible accent. Other interview participants mentioned
encountering discriminatory dynamics (racist, sexist, classist, ableist, homophobic) in their
workplaces and within adult ESOL classrooms.
Israel
Originally from Argentina, Israel descends from four generations of educators, with he
and his mother as EFL instructors. In fact, his mother opened her own language school because
“after 10 years working in the field, she had grown tired of school politics.” Upon graduating
from high school, his mother encouraged Israel to “pick up the flag” and carry on the teaching
“legacy,” with no formal training, except his mother’s tutelage. While attending university, he
began teaching English to teenagers and adults in the school where his mother was headmaster.
His undergraduate studies were not in education, however, but first in biochemistry then in
literature and philosophy. After graduation, he began teaching in the “family business” for five
or six years when his “visionary” mother decided to expand their course offerings and began
teaching English online. Israel then began writing materials and incorporating learning
management systems (LMSs), like Moodle, into their instruction. As he approached his late
20s/early 30s, he had accumulated enough savings to secure a visa and travel to New York City
“for a couple of months.” Since he was teaching online, he could continue doing so from any
location. Through a dating site, he met the woman who is now his wife, which prompted Israel’s
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decision to emigrate to the United States. He returned to Argentina for three months “to sort
things out,” then returned to the United States to get married. Since his wife is an American
citizen, he had to quit his job based in Argentina to begin the lengthy process of securing his
“green card.” Eventually, he got his permanent residency and work authorization and was
promptly hired at a community-based organization where his wife had been volunteering and
where, for the past 5.5 years, he has been teaching English to a “more heterogeneous and diverse
group” of adults than what he had taught in Argentina. He shared that his own immigration
experience makes him more empathetic to the hardships and struggles his students face and more
determined to help them “improve their lives” and succeed in the United States. Even though he
struggles with a work/life balance as he and his wife share caregiving responsibilities for their
three-year-old daughter, his previous experience with online education has served him well as
teaching/learning was forced to go remote during the COVID-19 pandemic and accompanying
public health lockdown.
Rachel
Rachel’s undergraduate degree was in music performance. While working as a
professional musician in New York City, she suffered a physical injury that brought an end to
her career as a performer. While homeschooling her son, she began volunteering in a community
ESOL program and ultimately worked as a tutor in an intensive, pre-college ESOL program at a
local community college. Once her role as her son’s primary instructor was completed, she
pursued a MA TESOL degree. Her tutoring experience enlivened the theoretical graduate
coursework for her. Her graduation occurred right before the onset of the COVID-19 pandemic,
so most of her professional teaching has occurred online. She is currently working at an ESOL
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program connected to a university where she initially developed curricula for the program and is
now teaching a low-level beginning ESOL class via Zoom.
Sam
Like Boyd, Sam struggled to choose an undergraduate major but finally decided on
history. Upon graduation, he chose to get a job in the education field because it seemed “like a
more noble profession that doesn’t put profits before other important things,” but “I was naïve
and young” and “wasn’t jaded by the education industry yet.” He decided to return to school to
get a teaching license and become a single-subject secondary school teacher in California. Three
days into this coursework, he was in a bicycle accident and broke his leg badly. After a lengthy
period of rehabilitation and recovery, he started doing odd jobs. He had done some substitute
teaching at the high school level and was disillusioned by the experience. Inspired by his older
brother’s love of traveling and living/working abroad, Sam decided that he wanted to teach
English in Asia, which could happen as a native speaker of English with a bachelor’s degree and
no teaching license. Through a recruiter, he promptly got a job in Korea and taught there for 9.5
years. He taught English in a variety of settings, starting in a private kindergarten. While in
Korea, he earned his master’s degree in TESOL online from an American university, which
enabled him to teach English at the university level in Korea. He became involved with the
Korean TESOL organization and attended “a lot of professional development conferences,”
always striving to become a more effective and competent instructor. Upon completing his
master’s degree, he was offered a job teaching in the MA TESOL program and the College of
Education in the university where he had just graduated. Eventually, he married a Korean woman
whose job transferred her to Italy. Living in Rome, Sam continues to teach online and is now
administering an intensive English program in his American-based university. Although he had
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abundant experience teaching and learning online and felt well prepared when higher education
went remote during the COVID-19 pandemic and lockdown, he shared that many of his students
struggled to adjust to this new teaching/learning format.
Sharon
After undergraduate school, Sharon worked as a strategic planner in a medical school for
15 years. While there, she earned a master’s degree in public administration and health. One of
her final projects at the medical school was working with research post-doctorates from all over
the world, which she loved and sparked her initial interest in teaching ESOL to adults. Over
time, with her children getting older, she wanted to return to work and decided to earn a TESOL
certificate through an intensive, eight-week program at a local university. Over the past three
years, she has worked in a variety of adult ESOL programs in New York City, from private to
grant-funded, and has experience with distance teaching and learning because of the impact of
the COVID-19 pandemic.
Survey Instrument Development and Implementation
Because no existing appropriate survey instrument could be identified, survey items
(Appendix B) were developed based on the TESOL Standards for ESL/EFL Instructors of Adults
(2008) and selected from the seven standards proportionately to ensure the items captured the
performance indicators. The goal, as suggested by Furr (2018), was to keep the instrument to a
reasonable length because long questionnaires can become “counterproductive” (Dörnyei, 2010,
p. 12). The specific performance indicators selected were aligned with the study’s theoretical
framework and informed by the work of Hellman et al. (2019). In consultation with Dr. Sarah
Bonner (personal communication, June 5, 2020), an expert in educational measurement and
psychometrics, a five-point Likert scale, as supported by Hinton (1998), was suggested for the
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survey instrument. The preliminary survey items were revised multiple times based on
consultation with educational experts and instructors of adult EBLs in the field who mirrored the
target sample of this study. With each round of feedback, the survey items were edited and
refined.
Following this initial drafting process, cognitive interviewing (Beatty & Willis, 2007;
Ryan et al., 2012; Willis, 2004) occurred via a pilot study with seven other instructors who
matched the profile of research participants to ensure that they understood and interpreted the
survey items in the same manner as the item developer and his consultants (Tourangeau &
Bradburn, 2010) and thus elicited the intended responses and collected the type of data required
from the participants. According to Ryan et al. (2012), cognitive interviewing examines
“whether respondents’ interpretations of self-reported items are consistent with the intended
meanings is fundamental for judging whether survey results provide valid interpretations” (p.
415).
The final version of the survey instrument (Appendix C) was administered to volunteer
research participants online via Qualtrics. The survey also collected demographic data about the
respondents and included more open-ended questions about formal and informal professional
development and collegial and supervisory support, areas identified by both Farrell (2009) and
Brannan and Bleistein (2012) as needing further exploration, especially among novice
instructors. Specifically, the online survey contained three questions about the respondents’
teaching experience and level and duration of their preservice preparation, two open-ended
questions about their preservice preparation, 32 Likert-scale items based on the TESOL
Standards for ESL/EFL Instructors of Adults (2008), two fill-in and open-ended questions
regarding professional development, 10 Likert-scale items related to collegial and supervisory
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support, two open-ended questions for general feedback, and six demographic questions. The
Likert-scale items, the 32 derived from the TESOL standards and the 10 related to collegial and
supervisory support, were programmed to be randomly shuffled so the items were presented in
different sequences to each of the survey participants.
Pilot Study of Survey Instrument
A small pilot study of the finalized survey occurred in July 2020 to fine tune the
instructions, the wording of the survey items, and the rankings used on the Likert scales. The
seven participants mirrored the target population for the study, evidencing a diverse range of
teaching experience. The response patterns were analyzed, and each participant was asked
specific questions about their understanding of the instructions, items, and scales. Modifications
were made to the survey instrument based on this feedback. The goal of the pilot testing was not
to develop a scale but to make the survey instrument used in data collection for the dissertation
as reliable, valid, and rigorous as possible.
Semi-Structured Interview Questions
Questions for the semi-structured interviews (Appendix D) that occurred after the
completion of the survey were drafted to explore the nuances of implementing the TESOL
standards effectively in classroom instruction and as another data source for comparison to the
answers provided on the survey instrument. Specifically, there were a total of 13 open-ended
questions developed to expand on the content areas of the survey that were similar enough to
corroborate the consistency in the participant’s responses between the survey and the interview.
The interview questions also addressed components of the eighth TESOL standard that related to
ongoing professional development, growth, and advocacy, which had not been addressed
elsewhere in the data collection. Concurrent with the pilot testing of the survey instrument and
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prior to implementation, cognitive interviewing (Beatty & Willis, 2007; Ryan et al., 2012; Willis,
2004) occurred with instructors who matched the target sample profile to ensure that the
interview questions were interpreted and answered in a manner consistent with the goals of the
study.
To reduce the diminished recollection on the specifics of one’s preservice preparation
over time and how feelings of professional self-efficacy and agency can become conflated with
teaching experience, the six follow-up interview questions focusing on preservice preparation
(Questions 4 through 9) were asked of novice instructor volunteers with three years or fewer of
in-service teaching experience (Faez & Valeo, 2012). The six interview questions focusing on
teaching experience and access to professional development and collegial/supervisory support
(Questions 1 through 3 and 10 through 12) were asked of instructor volunteers with four years or
more of teaching experience. All volunteers were asked the final question (Question 13) about
sharing any additional information that was not elicited via the previous interview questions
posed. The rationale for designing the follow-up interviews in this manner was to elicit more
focused responses from the most appropriate participants to enhance the validity, reliability, and
saturation of the interview data collected. With that said, novice instructors were also asked
about collegial and supervisory support in the final question, and more experienced instructors
were asked to reflect on their preservice preparation. Other issues that came up in interviews
(e.g., addressing racist, sexist, classist, and homophobic dynamics in adult ESOL programs and
classrooms) were addressed with subsequent interview participants.
Data Collection
The data sources for this study were the survey instrument and the semi-structured
follow-up interviews. The survey instrument was administered via Qualtrics and contained an
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informed consent form and a combination of Likert scale and open-ended items as described
above.
Survey Instrument
Following the pilot, the refined survey instrument was administered for data collection
from October 2020 through January 2021 in the hopes of maximizing participants to allow for an
exploratory factor analysis and to generate the power required to make solid assertions based on
the statistical analyses. Research participants were recruited and contacted for the follow-up,
semi-structured interviews following the administration of the online survey instrument to delve
into their survey responses more deeply. These follow-up interviews occurred from March
through May 2021. Faez and Valeo (2012), whose research questions, methodology, and design
paralleled this study, cautioned that recollections of preservice preparation via survey
instruments and follow-up interviews can become clouded for more experienced instructors and
conflated with their ongoing professional development, support in the field, and teaching
experience. Ultimately, they advocated for a longitudinal study that could follow preservice
instructors as they enter the field and throughout their professional tenure, which was beyond the
scope of this dissertation. Instead, as stated above, the follow-up interviews were modified to
pose the questions related to preservice preparation to novice instructors and the ones related to
classroom experience, professional development, and access to collegial/supervisory support to
more experienced instructors who had completed the survey instrument.
Semi-Structured Interviews
The various open-ended questions on the survey instrument and the transcribed semistructured interviews were the qualitative data sources for analysis. The 44 respondents who
volunteered to be contacted for follow-up interviews were purposefully sampled. The goal was to
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interview participants with different levels of preservice preparation and teaching experience.
Interview participants were selected proportionately based on their overall participation on the
survey instrument: one had a bachelor’s degree, one had a doctorate, three had certificates, and
five had master’s degrees. Given the larger number of certificate and master’s degree holders
who volunteered for follow-up interviews, these participants were randomly selected from their
respective volunteer sub-group pools. The interview participants also reflected different levels of
teaching experience: five were novice instructors with three years or fewer of teaching
experience (Faez & Valeo, 2012) and five were more experienced instructors (ranging from five
to 30-plus years of teaching experience). Informed consent for the interviews, particularly to be
audio recorded, occurred prior to each interview session. Due to the realities of the COVID-19
pandemic, video conferencing via Zoom was used to conduct the interviews, which were audio
recorded. Each interview was then transcribed by the researcher and shared with the participant
to ensure accuracy, representativeness, and completeness prior to beginning the coding process.
Of the 10 interview participants, nine provided feedback and either affirmed the interview
transcript as written or requested revisions to their transcript prior to coding.
Data Analysis
Statistical analyses were performed on the Likert-scale survey items, and a qualitative
analysis occurred on the open-ended questions in the survey instrument and on the interview
transcripts.
Survey Data Analyses
The quantitative data analyses focused primarily on descriptive statistics and item
analysis, including item intercorrelation, reliability, and validity.
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Item Analysis
The decision to limit the quantitative analysis to descriptive statistics only was based
upon an a priori power analysis completed prior to collecting data, using the G*Power 3 power
analysis application. Kline (2013) defined power as “the probability of getting statistical
significance over many random replications when the H1 is true” (p. 76). He suggested
specifying a desired level of power, then estimating the minimum sample size needed to obtain
it. To conduct a standard two-tailed, two independent means t test with an effect size of 0.5 and a
power of 0.95, the sample size for the survey instrument would have needed to have been 210
participants, with 105 in each group. Keeping the effect size the same (0.5) and lowering the
power to 0.80, there would still have needed to have been at least 128 participants, 64 in each
group. In the end, only 75 participants completed the survey instrument. The largest subgroups in
the sample were 20 holders of certificates and 47 holders of master’s degrees. The quest to get
more participants explains why the deadline for participation was extended through the end of
January 2021.
The data collected from the survey items were downloaded via an Excel file from
Qualtrics. The data were then “cleaned” by removing significantly incomplete surveys from the
quantitative analysis; those missing the completion of one or two items on the sub-surveys were
included. Once “cleaned,” the Excel file was uploaded to Statistical Package for Social Sciences
(SPSS) for analysis. Items were grouped based on the seven overarching TESOL Standards for
ESL/EFL Instructors of Adults (2008) for the purposes of statistical analyses. The eighth standard
focused on professional development and collegial and supervisory support and was addressed
via the open-ended questions on the survey instrument and via follow-up interviews. Given the
insufficient number of participants and the accompanying lack of statistical power, a MANOVA,
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as originally proposed, was not performed. Instead, independent means t tests were used to
compare means between the two largest participant groups: those with certificates and those with
master’s degrees. No statistical significance at the .05 level was found. Had statistical
significance been found, the Bonferroni correction would have been conducted to control the
probability of making a Type I error, given the number of t tests performed. Out of an abundance
of caution, only descriptive statistics were used for the findings of this study. Given that the
TESOL standards are intended to guide preservice preparation and to measure expected
behaviors of effective instructors, the means from the various standards should be positively
correlated.
Item Intercorrelation Matrix
According to content experts and TESOL practitioners, the items derived from the
TESOL standards address content areas that should reasonably be covered in preservice
preparation and ongoing PD for instructors of adult EBLs. Further subscales based on each of the
seven TESOL standards were identified so any differences in the response patterns both within
and between these subscales could be analyzed. For reporting purposes, interitem correlations
were calculated on the items within each subscale. For the purposes for comparisons when future
research is conducted on this overall sub-scale, interitem correlations for all 32 items on the
TESOL Standards sub-scale were also calculated.
Reliability
The lack of statistical power due to the insufficient number of survey participants
precluded performing an exploratory factor analysis on the survey items. Such an analysis could
occur with future studies using the survey instrument as Rhodes (2017) did with the Culturally
Responsive Teaching Survey (CRTS). Internal consistency and reliability were measured by
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using Cronbach’s α for each standard. Furr (2018) asserted that positive loading “indicates that
people who respond with a ‘high score’ on the item have a high level of the underlying factor”
(p. 93). Conversely, negative loading is when a ‘high score’ has a low level of the underlying
factor. Positive loading above .30 or .40 is seen as “reasonably strong” and .70 or .80 as “very
strong.” The cutoff factor loading originally proposed for this study was between .50 or .60,
which would be considered “strong” by Furr, and should be the benchmark used in future
replication studies.
Validity
Given that no existing scale that measures perceptions of self-efficacy and agency as
embedded in the TESOL teaching standards and performance indicators for ESL/EFL instructors
of adults could be identified, the validity of the interpretations from the survey items was
enhanced by cognitive interviewing (Ryan et al., 2012). Additional validity evidence was limited
to the substantive and structural phases of construct validation as outlined by Flake et al. (2017).
In addition to cognitive interviewing, review of the extant research literature and expert input
were used for the substantive phase and item analysis. Cronbach’s α was used for the structural
phase of construct validation. External construct validation will need to occur in follow-up
studies with this survey instrument, similar to Rhodes (2017), with comparisons to scales that
closely align with any construct identified. The Standards of ESL/EFL Instructors of Adults
(TESOL, 2008) have themselves gone through a vetting process based on review and feedback
from “various sectors in the field,” including TESOL professionals and classroom instructors,
and were revised to be “applicable in global settings” (p. vi). Flake et al. (2017) would call this
vetting process expert review and piloting.
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Any self-report measures can be compromised by social desirability and other factors, but
hopefully the anonymity of the survey instrument encouraged participants to answer truthfully
about their preservice preparation, PD, and collegial and supervisory support. The follow-up
interviews were also conducted among professionals with whom the researcher has no
supervisory authority, so there was no undue coercion to respond in a particular way, which
ideally enhanced the validity of the data collected. The findings from the quantitative and
qualitative analyses were consistent, which, in turn, enhanced the validity and reliability of the
study.
Interview Data Analysis
Informed by Saldaña (2016), the qualitative data collected were “solo coded” by hand
using a combination of deductive codes via a priori codes from the TESOL standards (2008) and
inductive codes derived from the qualitative data themselves. The data were analyzed at the
sentential level, using the lenses of the research questions and theoretical framework. Multiple
rounds of coding occurred to identify and then refine the patterns evidenced in the data. These
initial codes were ultimately combined into overarching themes and subthemes. A list of
preliminary a priori codes can be found in Appendix E, and the qualitative codebook used in
coding the interview transcripts, which includes a combination of these a priori codes and
inductive codes that emerged from the interview transcripts themselves, can be found in
Appendix F.
Role of Researcher
Although the goal of an educational researcher is to be as objective and unbiased as
possible, researchers are human beings, not automatons, and are influenced by their educational
backgrounds and training, personal and professional life experiences, values, and ethics. My
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positionality impacted the research design, data collection and analysis, and interpretation of
findings. To be more specific, my positionality has been influenced by my training and
experience as a licensed social worker for over 30 years and my work within the field of adult
literacy, primarily with adult EBLs in postsecondary settings, as an instructor, counselor, and
administrator for over 20 years. This professional experience, training in TESOL, previous
research conducted, and consultation with colleagues in the field prompted the research
questions and focus of this study. The theoretical framework and research design were informed
by the extant literature and motivated by my quest to provide instructors of adult EBLs with the
preparation and ongoing support they need to teach their students effectively and to understand
and honor the complex realities their students bring into their classrooms. If the findings from
this dissertation can begin a conversation about how preservice preparation and ongoing inservice support through PD, teaching colleagues, and supervisors can be modified to foster more
effective teaching and learning and positively influence feelings of teacher self-efficacy and
agency in adult ESOL classrooms in the United States, then the intention and overarching goal of
the dissertation study have been met.
Trustworthiness
The multiple sources of data collected via the Likert-scale and open-ended survey items
and the follow-up semi-structured interview questions and the degree to which the quantitative
and qualitative findings corroborated each other enhanced the trustworthiness of the study.
Similarly, the fact that the study’s focus and scope were sourced from the extant research
literature, the expertise of instructors in the field, and the vetted TESOL Standards for ESL/EFL
Instructors of Adults (2008) should also bolster the trustworthiness of the study. Participants
were given the opportunity to review their interview transcripts for edit and revision prior to the
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coding process, and nine out of the ten interview participants did so. This participant review was
followed by multiple rounds of coding and identifying overarching themes and subthemes and
fortified by “thick descriptions” of direct quotations from the open-ended survey questions and
the interview transcripts whenever possible. Since “coding in most qualitative studies is a
solitary act” (Saldaña, 2016, p. 36), these various attempts at triangulation and member checking
were especially critical to validating the study’s findings and their interpretations.
Proposed Presentation of Results
Due to the lack of sufficient participation to ensure statistical power in the quantitative
analyses, a traditional dissertation versus a research article format was selected. The findings
have been separated into two chapters: one focusing on preservice preparation and the TESOL
Standards for ESL/EFL Teachers of Adults (2008) and the second on professional development
and support from teaching colleagues and supervisors. The first two research questions related to
preservice preparation will be explored in Chapter 4, and the final two research questions related
to professional development and collegial and supervisory support will be explored in Chapter 5.
The data analysis for each research question is detailed below:
1) How do instructors of adult EBLs perceive the alignment of their preservice preparation
with the TESOL standards for the preparation of instructors?
This question was analyzed through descriptive statistics and an item interitem correlation
matrix.
2) How did the nature and duration of their preservice preparation influence instructors’
feelings of readiness to address their adult EBLs’ learning needs?
This question was also analyzed through descriptive statistics.
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3) How often do instructors of adult EBLs receive formal in-service PD? How do they
perceive the influence of any formal in-service PD received on their ongoing growth as
educational professionals?
The first question was analyzed via descriptive statistics. The second question was analyzed by
reviewing the responses from the online survey and coding the follow-up interviews and
comparing the patterns of these responses to the frequency of formal in-service PD.
4) How do instructors of adult EBLs perceive the influence of any informal guidance and
support provided by teaching colleagues, program administrators, and supervisors on
their ongoing growth as educational professionals?
This question was also analyzed by reviewing the responses from the online survey and the
coding of the follow-up interview transcripts.
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CHAPTER 4
FINDINGS FROM REFLECTIONS ON PRESERVICE PREPARATION
The research questions addressed in this chapter included exploring the alignment of the
Standards for ESL/EFL Teachers of Adults (2008) with the content of participants’ preservice
preparation programs and how the type and duration of their preservice preparation programs
influenced their feelings of preparedness to address their students’ learning needs. Through the
open-ended questions on the survey instrument and the follow-up semi-structured interviews,
most participants felt sufficiently prepared and saw their preparation as a solid foundation on
which to build their professional careers. Overall, those who completed certificate programs felt
that their preparation was practical and application-oriented, but generally not long enough to
cover all aspects of teaching adult EBLs sufficiently, especially knowledge of formal, informal,
and student self-assessments. These findings support those found by Hobbs (2013) and Kiely and
Askham (2012). Those who completed master’s programs, which are typically longer in
duration, felt that their coursework was more research-oriented and theoretical and often lacked
the practical application needed to feel prepared to address the learning needs of their adult EBLs
in classroom settings. All felt that the teaching practicum connected to their preparation
programs was the most memorable and transformative class taken, which corroborated the
findings regarding the significance of the teaching practicum in preservice preparation programs
found by Faez and Valeo (2012).
These feelings of sufficient preservice preparation were reinforced by the descriptive
statistics conducted on the Likert-scale items on the TESOL Standards sub-survey, even though
there was no statistically significant difference among the responses from more novice and more
experienced instructors. The other statistics conducted, item analysis, item interitem correlation,
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and reliability measurements, were solid and provided insights around how the sub-survey
instrument might need to be adjusted for replication in future studies.
Multiple rounds of coding of the interview transcripts revealed five overarching themes
1) andragogy, 2) student-centered pedagogy, 3) preparing for instruction, 4) implementing
instruction via the teaching practicum, and 5) distance teaching and learning, with subthemes
under each. The chapter concludes by highlighting areas insufficiently addressed or completely
lacking in preservice preparation programs for instructors of adult EBLs identified by the
interview participants, which became preliminary recommendations for modifications in
preservice preparation programs as well as areas for future research. The degree to which the
quantitative and qualitative findings supported the research questions and hypotheses explored in
this chapter were also discussed.
Research Questions and Hypotheses Explored in this Chapter
The following research questions and hypotheses were explored through the quantitative
and qualitative data analyses from items on the survey instrument and from the semi-structured
interviews related to preservice preparation in relation to the Standards for ESL/EFL Teachers of
Adults (2008) and the nature and duration of participants’ preservice preparation programs.
1) How do instructors of adult EBLs perceive the alignment of their preservice preparation
with the TESOL standards for the preparation of instructors?
The research hypothesis for this question was that instructors of adult EBLs would perceive a
moderate to strong alignment of their preservice preparation to the TESOL standards for the
preparation of instructors. The null hypothesis was that instructors of adult EBLs would
perceive little to no alignment of their preservice preparation to the TESOL standards for the
preparation of instructors.
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2) How did the nature and duration of their preservice preparation influence instructors’
feelings of readiness to address their adult EBLs’ learning needs?
The research hypothesis was that instructors’ feelings of readiness to address their adult
EBLs’ learning needs would be directly related to the length and academic rigor of their
preservice preparation. Specifically, graduates from master’s level programs would feel
better prepared to address their learners’ needs than those from short-term certificate
programs. The null hypothesis, on the other hand, was that there would be no difference in
instructors’ feelings of readiness based on the nature or duration of their preservice
preparation.
The findings in this chapter will be presented in the chronological order in which the data
were collected: First, the qualitative findings from the open-ended survey questions that
preceded the TESOL Standards sub-survey, then the quantitative findings from the TESOL
Standards sub-survey, and finally the themes and subthemes from coding the semi-structured
interview transcripts.
Qualitative Findings from the Open-Ended Survey Questions
Regarding Preservice Preparation
Prior to the 32-item TESOL Standards sub-survey focusing on preservice preparation,
there were two open-ended questions. One asked how prepared and the other asked how
unprepared participants felt to address the needs of adult EBLs based on their preservice
preparation. Most participants said they felt “fully” or “incredibly” prepared by their preservice
programs. Only two or three participants felt that their preservice preparation did not equip them
for the task of teaching adult EBLs, with two of those coming from graduates of short-term
certificate programs: “The certificate didn't really give me preparation for how to run a class.
Instead, it gave me the confidence to apply for an ESL job,” and “I felt prepared to teach
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grammar but other than that I didn't feel very prepared. We were primarily trained to teach
students at a college level or abroad.” The one with a master’s degree mentioned intense
“imposter syndrome” as an instructor but feeling “supported” by her TESOL classmates and
teaching mentors.
Another common theme was that certificate programs, often because of their intensity
and shorter duration, were very practical, task-focused, and application-oriented. Graduate level,
primarily master’s, programs, on the other hand, were seen as more research-based and
theoretical: “MA programs in general don't really prepare for the classroom work. They focus
mostly on theories, but not how to use the theories in hands-on activities,” and “I felt that I
needed less theory and more on the nuts and bolts of helping students achieve. I felt like my
master's was meant to groom people for further study/research rather than provide practical
training.” Some highlighted that their teaching practicum, curriculum development, and other
pedagogically focused courses were the most helpful in their graduate programs, which affirmed
the findings made by Faez and Valeo (2012) as well as the inclusion of the pedagogical content
knowledge (Shulman, 1986) component of the theoretical framework. One participant
proclaimed that “the theory did not help me when faced with a class of learners,” and a second
asserted that “a theoretical foundation is great, but ultimately, your students teach you what they
need.” Another mentioned feeling “confident about teaching methodologies and the
theory/academic study behind the psychology of learning. But I certainly didn’t have enough
practical experience or training.” Yet another participant mentioned learning how to teach
“AFTER the training.” Overall, however, the participants felt that their preservice preparation, if
nothing else, provided them with a solid foundation on which to begin their teaching careers with
adult EBLs or, as two participants couched it: “I feel a good teacher training program prepares
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you not for the particulars, but how to adapt, adjust, and to develop a tolerance for ambiguity,”
and “There is no substitute for experience. It takes a lot of trial and error to learn how to address
a group of people who appear to have different needs.”
The ways that participants felt ill-prepared by their preservice preparation seemed to
focus on discrete aspects of teaching adult EBLs, including specific language skills (reading,
phonics, pronunciation, and grammar, especially for advanced students), pacing, differentiating
instruction for multi/mixed-level classes, and formal and informal assessments and evaluations.
Overall classroom management, which came up repeatedly, is not mentioned in the TESOL
standards specifically, but the expert item developers of the survey instrument, based on their
professional experience and the lead researcher’s previous research with instructors of adult
EBLs, included as the 32nd item, “managing disruptive or uncooperative students in the
classroom.” This item touches on dynamics related to motivation and the psycho-socialemotional realities of students or the co-occurring factors (Housel, 2020) and the “social work”
(as characterized by one of the participants) inherent in teaching adult EBLs, especially their
understandable preoccupation with basic survival needs and other dynamics that can impede
their concentration and thwart language acquisition. These areas were identified specifically as
lacking in preservice preparation programs by the participants. Other areas that participants
identified as lacking in their preservice programs included students with special learning needs,
such as undiagnosed learning dis/abilities, SLIFE (students with limited or interrupted formal
education), or the literacy needs of adult students who are “preliterate” in their home languages
as most ESOL/EFL preparation programs assume this baseline literacy. Related challenges in the
adult ESOL classroom in the United States include true beginners in English who might be
literate in their home languages because most preservice preparation programs focus on students

64

with intermediate or advanced English-language proficiency, especially in practicum
experiences.
Many also felt that the lack of exposure to educational technology and its effective
andragogical use in adult ESOL classes in the preservice programs left them woefully
unprepared to deal with the abrupt shift to distance teaching/learning prompted by the COVID19 pandemic. Clearly, had the data collection occurred prior to the pandemic, I would assert that
this “deficiency” would not have been evidenced as prominently in the data. Although an
integral component in the theoretical framework, more strengths-based pedagogies, like
translanguaging and culturally responsive teaching, were also not adequately nor more explicitly
addressed in preservice preparation and neither was identifying age-appropriate and culturally
relevant materials and resources.
Others stated that addressing the range of diversity found in adult ESOL classrooms and
programs in the United States, including oppressive dynamics like racism, sexism, and
xenophobia, was also unaddressed. Confronting administrative realities, like inequitable policies
and practices, “disdainful, unsupportive administrators and supervisors,” and promoting teacher
agency through “action research” were also unaddressed in preservice preparation programs,
which had inspired, in part, the development of the professional development questions and the
Collegial and Supervisory Support sub-survey in this study. Ultimately, many of these areas that
participants felt were inadequately addressed in preservice preparation and that impacted their
feelings of self-efficacy and agency are the topics of sessions they attended at professional
conferences and other professional development venues as discussed in Chapter 5.
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Quantitative Findings from the TESOL Standards Sub-Survey
The quantitative findings for the TESOL Standards sub-survey included descriptive
statistics, item correlation, an item intercorrelation matrix, and discussions of reliability and
validity.
Descriptive Statistics
Overall, the means and standard deviations were quite similar among the 32 items on this
sub-scale, with means ranging between 2.57 to 3.77 and standard deviations ranging from .87 to
1.15 on the five-point Likert scale (Appendix G). These findings aligned with and supported the
research hypothesis of the first research question of this study: Instructors of adult EBLs would
perceive a moderate to strong alignment of their preservice preparation to the TESOL standards
for the preparation of instructors. These findings of sufficient preservice preparation were
reinforced by the qualitative findings from the interview participants. The areas that participants
felt more confident included nurturing mutual respect and a community of learners, creating pair
and group work, and demonstrating their own language proficiency in a variety of contexts. The
areas where participants felt least confident included classroom management, helping students’
use research skills to acquire content, and fostering students’ self-assessment. These findings
aligned with what participants shared in the open-ended questions that preceded this sub-scale on
the survey and in the follow-up interviews.
Although the t test conducted on the two largest sub-groups of the sample based on
preservice preparation, certificate and master’s degree holders, was not statistically significant,
the most noticeable means differences between these two groups were found within the
following standards: assessing, learning, and content. This finding is consistent with what was
shared in the open-ended questions on the survey instrument and the follow-up interviews where
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participants who went through certificate programs felt the least prepared to assess students,
differentiate instruction, foster learner autonomy, and leverage research skills and socio-cultural
awareness to promote their students’ independent learning. These feelings might be attributable
to the shorter duration of most certificate programs and limitations with time to cover all areas of
preservice preparation in depth.
When comparing novice instructors (those with three years or fewer of teaching
experience) with more experienced instructors, the t tests were also not significant. In fact, the
means among the various standards were more similar than those between certificate and
master’s degree holders. The only exceptions were proficiency (e.g., comfort with demonstrating
one’s own language proficiency in a variety of contexts) and content (e.g., awareness of sociocultural dynamics and helping students use research skills to acquire content and to function
more autonomously). These skills are key components of Teacher Language Awareness (TLA)
and Critical Multi-Lingual Awareness (CMLA), which are part of the study’s theoretical
framework, that simply might be developed more extensively through teaching experience versus
from what could be provided in preservice preparation alone.
Item Analysis
A discrete item analysis for the 32 items on the TESOL Standards sub-survey can be
found in Appendix H. Almost all the items are correlated significantly at the .05 level, whereas
most are correlated significantly at the .01 level. The only items that did not exhibit significant
correlation consistently with the remaining items on this sub-survey are Q12, Q19, Q22, Q25,
Q28, Q29, Q31, Q34, and Q36, with Q29 not correlating with two other items. This simply might
be a fluke of this study and this participant sample, but worthy of consideration should this study
be replicated with a larger sample.
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Item Intercorrelation Matrix
When examining the item intercorrelation based on each of the seven overarching
TESOL standards that comprised the TESOL Standard sub-scale (planning, instructing,
assessing, context, language proficiency of the instructor, learning, and content), the various
correlations among the standards are significant at the .01 level (Table 4). This degree of
correlation is to be expected given the vetting process that occurred during the creation of the
TESOL Standards for ESL/EFL Teachers of Adults (2008).
Table 4
Intercorrelation among the Seven TESOL Standards within the TESOL Standards Sub-Scale
Standard

Plan

Instruct

Assess

Context

Prof.

Learn

Content

Plan

1.00

.84**

.83**

.77**

.46**

.81**

.76**

1.00

.76**

.83**

.50**

.84**

.73**

1.00

.71**

.49**

.83**

.76**

1.00

.48**

.84**

.77**

1.00

.51**

.54**

1.00

.76**

Instruct
Assess
Context
Prof.
Learn
Content

1.00

**p < 0.01
Reliability and Validity
Cronbach’s α is a measure of internal consistency and is generally considered to be a
measure for estimating scale reliability (Furr, 2018). Cronbach’s α for this entire subscale was
.97, which evidences high internal consistency as well as strong construct validity. Again, this
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strong construct validity made sense given the vetting process in the development of the scale on
which these items were derived.
When examining each of the seven TESOL standards contained within this sub-survey
and measuring internal consistency and scale reliability via Cronbach’s α, all exhibit strong
internal consistency, with the exception of the Language Proficiency Standard (Table 5), which
is also consistent with the findings from the t tests related to TLA mentioned above. The lower
consistency with this standard might be due to the smaller number of items within this standard,
two, versus the larger number of items (four, five, or six) in the other standards.
Table 5
Reliability Measurements of Each TESOL Standard in the TESOL Standard Sub-Survey
Standard

# of Items

Cronbach’s α

Planning

5

.80

Instructing

6

.88

Assessing

5

.87

Context

5

.82

Language Prof.

2

.60

Learning

5

.83

Content

4

.83

Qualitative Findings from the Semi-Structured Interviews
Before identifying the overarching themes that emerged from analyzing and coding the
interview transcripts, I would like to provide an overview of the content of the interviews related
to the second research question posed at the beginning of this chapter: the nature and duration of
preservice preparation. Similar to the responses from the open-ended questions that preceded the
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TESOL Standards sub-survey, interview participants felt sufficiently prepared and were provided
with a solid-enough foundation to teach intermediate- to advanced-level adult EBLs. The two
largest sub-groups of the study, those who completed certificate and those who completed
master’s programs, echoed the same sentiments: certificate programs were practical and
application-oriented while master’s programs tended to be theoretical or research-oriented. The
only exception was the required teaching practicum in both types of programs, which enlivened
the previous coursework and helped interview participants make connections between that
coursework and teaching real versus hypothetical adult EBLs, which was consistent with the
findings of Faez and Valeo (2012). All felt they had a strong enough foundation to begin their
teaching careers, with many feeling that they really learned how to teach post-preparation. There
were discrete aspects that were lacking in both types of programs including raising and
addressing co-occurring factors, like learning dis/abilities, autism, mental health issues, and
domestic violence (Housel, 2020); educational technology (which was raised to prominence
during the abrupt shift to remote teaching/learning during the COVID-19 pandemic); and
administrative realities, like unsupportive supervisors, grant-funding requirements that can
conflict with students’ learning goals and needs, etc.
Certificate Preservice Preparation Programs
I did feel prepared…I had enough of a toolbox of activities to get me started. I knew where to
look. There was a lot online, and I knew where to look online. (Sharon)
I would not say that [I was] well prepared to teach different groups of students. I would say that
it did prepare me well enough to tackle classes and students’ needs. (Flor)
As mentioned previously, the shorter duration of certificate programs often precludes
addressing important aspects of teaching adult EBLs in-depth. As Sharon said, “There’s just not
the time to get to everything…[when preparing for this interview], I realized that some
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components of my certificate program were stronger than others.” One of the areas that seemed
lacking for all three interview participants from certificate programs was formal and informal
assessments, including encouraging student self-assessment. Sharon recalled learning how to
develop multiple-choice questions, but she still “struggles” with assessments in teaching
practice. Constance referred to conducting formal and informal assessments of students as her
“weakest skill.” Germane to the quotations above, Flor also exited her certificate program with
an “awareness of online activities and resources,” and, Sharon, like Flor, did not recall discussing
notions of register or different learning contexts, besides perhaps ESL and EFL settings. Both
Constance and Sharon grappled with pursuing master’s degrees in TESOL or related fields, but
have concluded, for the moment, that, regardless of preparation, teaching adult EBLs in the
United States is still “on-the-job training.”
Graduate Preservice Preparation Programs
My preparation was excellent, and I had strong building blocks…I just had to figure out how to
put them together. (Rachel)
I still felt that I had a lot to learn, and I think to some extent that’s inevitable…there is always
the imposter syndrome lurking…do I really know what I am doing? (Crystal)
Pacing of instruction, giving clear instructions, and managing the flow of a lesson…those were
my biggest struggles when I transferred to being a teacher…and the transition was a little
rocky…[teaching in a classroom] is more dynamic and organic than what was taught in
preparation. (Caroline)
Caroline, Crystal, and Rachel experienced the disconnect between preservice preparation
in master’s degree programs and the reality of teaching adult EBLs. For Crystal, the “coursework
can be out of context” and for Rachel “always kind of theoretical.” Caroline felt
“micromanaged” in her preparation program, which did not foster the autonomy and agency she
needed to teach adult EBLs in the field. Caroline and Crystal mentioned struggling with the
theory in their coursework with the practice/application focus of the teaching profession. For

71

example, Caroline found that “scaffolding was confusing in the textbooks but logical in
practice…it was more useful to talk to a teacher in-person about it and then see her examples.”
All master’s degree holders felt that the teaching practicum was the most “application-oriented
component” of their graduate programs, which aligned with Faez and Valeo (2012). Despite its
potential drawbacks, Rachel was “really thankful that I got the master’s instead of the certificate
because I think I would have really struggled a lot more, especially with remote teaching and
learning,” which affirms the longer duration of preparation and the role that theory and research
can play in building a stronger foundation for feelings of self-efficacy and agency as well as
longevity in the field as an educational professional in TESOL.
Common Threads between Certificate and Graduate Preservice Programs
Learning is about overcoming obstacles, getting change in a desired direction…if you don’t
understand the obstacles [in classroom dynamics or internal dynamics within individual
students] or how to interact effectively with each other, you are not going to make much
progress. (Boyd)
As Boyd affirmed, much of improving one’s effectiveness as an instructor of adult EBLs
comes with classroom experience post-preparation and the consciousness of the underpinnings of
culturally responsive/sustaining pedagogies (i.e., what students bring into the classroom). Even
in certificate programs, which are more application-oriented overall, there was “more the
awareness and consciousness but not the pragmatic of ‘how do you actually do this’ in a class”
for Sharon. Many found the theory “interesting,” but how is the theory and research going to be
applied to actual teaching? Sharon felt that “having teaching experience before you are presented
with the theory definitely puts the theory into context,” which could explain why Sam and
Angela did short-term certificate programs in EFL settings abroad prior to pursuing graduate
degrees. Many, including Flor, Rachel, and Sharon, felt that the preparation in both types of
programs was geared more to intermediate to advanced versus true beginning students. For many

72

participants, especially Israel, co-occurring factors and issues, like physical and learning
dis/abilities, trauma, and students with limited or interrupted formal education (SLIFE), are not
adequately addressed in preservice preparation or ongoing professional development. The
realities of administering adult ESOL programs, like grant-funded versus for-profit,
vocational/workplace preparation or academic and college readiness, were not addressed in
preservice preparation for Caroline. Similarly, the ESOL “industry,” as described by Boyd, Sam,
and Constance, where private language schools are businesses that are run for profit, where
affluent international students are customers and the customers are typically right, and where
supporting instructors and high-quality andragogy can become secondary to the profit motive is
also unaddressed in preservice preparation. All stated that they received no preparation for
remote or online instruction, which proved jarring and destabilizing during the COVID-19
pandemic. For Rachel, “I never learned to teach that way in my program…it was shocking. I
didn’t know if I could continue. I hadn’t been trained to do this, and it’s not fair to the students.”
Based on the findings of this study, as a by-product of the COVID-19 pandemic and its impact
on adult education programs globally, remote and distance teaching/learning, including the
“importance of setting realistic, manageable goals and expectations in a distance
teaching/learning format” for Rachel, must be included in preservice preparation, ongoing
professional development, and the TESOL Standards for ESL/EFL Teachers of Adults (2008)
moving forward. Clearly, failure to raise and address these realities evidenced in adult ESOL
classrooms adequately in preservice preparation and more in ongoing PD can adversely affect
feelings of self-efficacy and agency among instructors of adult EBLs.
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Overarching Themes from Coding the Interview Transcripts
The overarching themes that emerged when coding the interview transcripts related to
preservice preparation were a combination of what was embedded in the a priori codes, like
andragogy, student-centered pedagogy, and planning for instruction, and those that were
manifest solely in the inductive codes, like implementing instruction via the teaching practicum
and distance teaching and learning. Clearly, the COVID-19 pandemic impacted how instructors
reflected upon and evaluated their preservice preparation, which, in turn, might have colored the
data collected via the semi-structured interviews. To repeat, the five overarching themes were:
1) andragogy, 2) student-centered pedagogy, 3) preparing for instruction, 4) implementing
instruction via the teaching practicum, and 5) distance teaching and learning, with sub-themes in
each.
Andragogy
The principles of adult learning theory, or andragogy (Knowles et al., 2015), were
appropriately incorporated throughout both the standards and the performance criteria of the
Standards for ESL/EFL Teachers of Adults (2008) and evident in the interview participants’
preservice preparation and the pedagogical content knowledge component of the theoretical
framework (Shulman, 1986). The two principles that came up most consistently in the interviews
were the importance of respecting students as adults and promoting learner autonomy and
agency.
Respecting Students as Adults
For Israel, Sam, and Flor, empathy is the primary way of showing respect and fostering
personal connections with their adult EBLs. For Israel, “don’t forget the effort it took for the
person to be sitting in your classroom” because, fundamentally, “immigrants come [to the
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U.S.A.] for a better life.” Boyd articulated a basic tenet of andragogy and how he shows respect
to his students: “Adults need to know why they are studying something and how it relates to their
goals…adults are pragmatic.” For Flor, that pragmatism involves finding out what her students
want to learn, adapting the curriculum to meet their learning needs, and planning instruction that
matches “the realities of [her] students’ lives,” like hours at work per week, family
responsibilities, etc., which is also consistent with culturally responsive/sustaining pedagogies.
Israel and Rachel were concerned not only about adult students’ language acquisition but also
their survival needs. For Israel, “every time I can teach English as well as how to navigate New
York City [in all its complexity for immigrants], that’s rewarding.” The goal of an adult ESOL
classroom in the United States, for Israel, is providing “them [adult EBLs] a space to grow.”
Promoting Learner Autonomy and Agency
The instructors of adult EBLs interviewed fostered learner autonomy and agency in a
variety of ways. Since Boyd has worked in many higher education settings, he likes to help his
students “develop metacognitive skills, so they are reflecting and becoming owners of their own
learning.” Crystal has taught many writing classes, so she has used peer-editing as an activity to
foster autonomy and agency. She also likes to help her students become self-regulated learners
who are “more autonomous and pro-active in their own learning.” Flor strives to cultivate a
community of learners through pair and group work where students support one another and
become more autonomous because “they can rely on each other to acquire the language, not just
the instructor.” Sharon likes to give her students resources for self-learning, especially during
breaks in class terms. Promoting goal achievement through creating career plans is a way that
Caroline promotes learner autonomy and agency. Even something as simple as giving her
students choices about learning activities and reading materials is a way that Rachel fosters
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autonomy and agency in her classes. For Angela, language acquisition, fundamentally, is power
that promotes learner agency for adult EBLs in their adopted homelands, which aligns well with
CMLA (García, 2008, 2015). Constance echoed these sentiments: “Empowering them [her adult
EBLs] and giving them agency and excitement about bringing themselves along is very
important to me.” She shared a great story about one of her students who was pacing up and
down the corridor of her school, in a heated discussion on her mobile phone. Moments later, she
entered Constance’s office, beaming, elated that she advocated in English with the transit
authority to get a refund after being charged twice for her fare on her MetroCard.
Student-Centered Pedagogy
Although there were many components of student-centered pedagogy, a fundamental
component of culturally responsive and sustaining pedagogies, addressed in their preservice
preparation, the three areas raised most often by the interview participants were 1) incorporating
their students’ background knowledge and lived experiences into their instruction; 2) developing
an awareness and sensitivity to the socio-cultural-emotional factors that can impact learning
progress and outcomes for adult EBLs (a prominent component of CMLA); and 3) refining
teaching strategies to enhance student engagement by fostering a community of learners in their
classrooms (Ladson-Billings, 1995a), whether in-person or virtual.
Students’ Background Knowledge and Lived Experience
The instructors interviewed usually conducted a needs assessment to gain insight into
their students’ background knowledge and lived experience, which, oddly, is not explicitly stated
as a strategy or performance criteria in the TESOL standards. With these insights, they can plan
their instruction more effectively and in a way that is more meaningful to their students. Crystal
couched this sub-theme as discovering what is happening “behind the scenes” with students so
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she can understand their behavior and interactions in her adult ESOL classrooms better or “what
could be going on for the student that we are not aware of…what could be going on for this
student culturally that we are not tuned into, where we need more insight,” which was affirmed
by García (2008, 2015). Part of this insight for Boyd is understanding a student’s sense of
identity or “loss of identity and a loss of routine” during the COVID-19 pandemic and lockdown,
which impacted dynamics in his virtual classrooms in profound ways. Such insights for Israel
maintain students’ singular humanity and complexity. He cautioned instructors of adult EBLs to
be empathetic by not “putting blame on the students” or “putting them into boxes.”
Socio-cultural-emotional Factors
A range of socio-cultural-emotional factors and their impact upon adult EBLs’ language
acquisition and learning outcomes, which align strongly with García’s CMLA (2008, 2015),
were mentioned multiple times and were one of the most prominent codes throughout the
interview transcripts. Participants’ comments and concerns usually focused on motivation,
demonstrating empathy and encouragement, attending to adult EBLs’ psychosocial needs,
providing additional supports, and making referrals to outside agencies as needed.
Fundamentally, for Israel, “the state of mind of the students…is really important when it comes
to your ability to teach them.” For Boyd, helping students make the adjustment to postsecondary
and higher education culture was crucial to their academic success. Caroline mentioned
supporting students as they adjusted and coped with the constantly changing dynamics
surrounding the COVID-19 pandemic. Constance and Sam discussed the importance of making
personal connections with students, which can inspire and motivate them to succeed (Housel,
2021). These personal connections between adult EBLs and their instructors resonated with
Gross’ (2020) notion of someone(s) in trauma-responsive teaching practices. Conveying empathy
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and providing encouragement for Israel, Sam, and Flor, and simply saying that you believe in
your students’ capabilities and potential can be enough. For example, an adult EBL in a
corporate setting shared with Constance that she learned enough English [to get promoted]
because someone in authority believed in her. They said, “You can do this!” Sam and Boyd
mentioned the importance of providing outside academic supports, especially in higher education
settings, and coordinating services, including advisory, community mental health, and other
supports, more effectively to serve students better (or, as Boyd said, “how do you deal with and
help students and connect them with resources, either in or outside the school, in the community,
that can support these students better?”). As an example, Boyd mentioned his experience
working with parachute kids in Southern California. He described parachute kids as young
adults from affluent families in China or Taiwan who arrange for their children to stay with a
host family so they can get an American education and perhaps avoid the military draft. Without
much direction, support, or familiarity with American culture, these parachute kids are left to
fend for themselves and are often thwarted by a combination of socio-cultural-emotional factors,
including profound “culture shock,” that impact their ability to engage in coursework and to
progress academically without additional guidance and support. Israel stressed the value of
developing relationships with these community organizations to avoid “blind referrals” and
facilitating students’ acceptance of needed supports. He also affirmed professional self-care by
acknowledging that there are limitations on what both instructors and programs can do, which
aligned with Housel (2020). Clearly, addressing these social-cultural-emotional factors
effectively can positively impact feelings of self-efficacy and agency for instructors of adult
EBLs and their students alike.
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Student Engagement and Fostering a Community of Learners
For Rachel, the best way to promote student engagement is “creating a safe space for
students to learn,” which epitomizes Krashen’s (1985) notion of lowering the affective filter.
Constance, on the other hand, grappled with the difference between holding her students’
attention as a way of promoting engagement and fostering their comprehension and learning: “I
can hold students’ attention and get them to stay with me, but that’s not the same as learning.”
Rachel, Flor, Israel, Angela, and Crystal all mentioned the importance of “creating a community
of learners” (Ladson-Billings, 1995a, p. 163) in their interviews, but only Angela mentioned the
importance of leveraging her students’ home languages as a resource for English-language
acquisition. She challenged the “English only” mandates common in many adult ESOL
classrooms in the United States, which also emanated from Krashen, specifically his notion of
comprehensible input, and extoled the virtues of translanguaging (Otheguy et al., 2015;
Parmegiani, 2019) as a means of acquiring English in a more student-centered and affirming
way. Angela’s assertions also align strongly with García’s CMLA and culturally responsive,
sustaining, and decolonizing pedagogies (García, 2008, 2015; Gay, 2002; Guy, 1999; LadsonBillings, 1995b; Martin et al., 2017; Paris & Alim, 2017).
Preparing for Instruction
When preparing for instruction, educators of adult EBLs first thought about the learning
environment, teaching context, and culture of the specific adult ESOL program to inform the
development of lesson plans, which affirms Grossman’s (1990) emphasis on context as a critical
component of teacher knowledge. These insights also guided instructors to acquire and adapt
materials and resources to make them linguistically and culturally appropriate for their students.
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Learning Environment, Teaching Context, and Culture of Adult ESOL Programs
Because of home language enclaves in many cities, teaching ESOL in the United States
can often feel like an “EFL setting” for Sharon and Boyd, which makes for a unique
teaching/learning context. Because of these multilingual and multicultural realities, Boyd
asserted that instructors of adult EBLs must grapple with the following question: “What makes
for good learning in my particular teaching context?” For Crystal, Constance, and Flor,
understanding the unique culture of each adult ESOL program was critical to understanding
teaching context. Aligned with andragogy, Rachel advocated for developing practical and
pragmatic learning goals based on each programmatic context and its students’ needs. On a more
micro-level, Caroline felt that fostering a welcoming and student-centered classroom culture and
environment was fundamental to positive student outcomes and success, which Rachel
accomplished by developing a consistent class routine and slowly “deepening each component of
the routine.”
Developing Lesson Plans
As a self-identified “over-planner,” Sharon expressed the feelings of other participants
regarding the prominence of developing lesson plans in their preservice programs when she said,
“I came out of the program definitely knowing how to do lesson plans.” Rachel described the
lesson plan templates provided in her preservice program as “controlled and formatted.” Crystal
mentioned that all her lesson plans needed to be submitted to her teaching mentor for feedback
before she could implement them in her teaching practicum. Caroline found the “lesson plan
templates that they had us use [in preservice preparation], with standards, objectives, and
materials, were pretty extensive,” but “a bit unrealistic in practice.” Post-preparation, there is
often not much time to develop lesson plans when teaching in multiple programs, given the

80

adjunct nature of teaching adult EBLs in the USA, and “there is no incentive monetarily to do a
lot of preparation” for Angela. As Boyd asserted, many adult ESOL programs or schools are
“businesses [run for profit], they [only] pay you for the classes,” and not for preparation.
Linguistically and Culturally Appropriate Materials and Resources
The interview participants usually raised the notion of linguistic and cultural
appropriateness when discussing how curricula and materials needed to be “adjusted” to address
students’ learning needs, including an awareness of materials and resources deemed
linguistically and culturally appropriate for them, which, again, aligns strongly with CMLA and
culturally responsive, sustaining, and decolonizing pedagogies. Crystal mentioned that many
adult ESOL programs do not have a “set curricula,” which allows the instructor some “flexibility
and freedom” to select “authentic and age-appropriate” materials. Caroline echoed these
sentiments by embracing the “freedom to choose our materials” and the “flexibility” in “adapting
curriculum to meet students’ needs while still addressing state standards in adult education.”
Even when programs have set curricula, Flor and Constance have found the content to be “too
advanced” for their students, so they need to be “constantly modified” and adapted. Rachel has
used idiomatic and slang expressions as a way of addressing linguistic and cultural relevance in
the United States. This freedom and flexibility to adjust and modify curricula and materials can
also bolster instructors’ feelings of self-efficacy and agency.
Typically, the concepts of individualizing instruction or universal design for learning
(UDL) were usually couched as adapting curricula or materials to meet individual students’
learning needs, which, in adult ESOL programs, generally means adaptations that are
linguistically and culturally appropriate. For Boyd, like Gross (2020), he cautioned to “look
beyond the surface” to understand students’ behaviors in the classroom and ascertain and assess
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students’ needs. Israel echoed this sentiment by stating that instructors of adult EBLs should
“follow the students, not the book” and cautioned that “each student is basically a class, so you
are teaching 15 classes simultaneously, sometimes it feels like that.” Constance, Caroline, and
Rachel have incorporated principles of UDL by using multimedia presentations, especially visual
cues, or connecting photos with writing samples on WhatsApp for beginning students in their
adult ESOL classrooms. UDL also resonates strongly with culturally responsive, sustaining, and
decolonizing pedagogies.
Implementing Instruction via the Teaching Practicum
In preservice programs, teaching candidates implement instruction, often for the first
time, through guided and supervised teaching practica, and the interview participants identified
their teaching practica as the most transformational experience of their preparation as instructors
of adult EBLs (Faez & Valeo, 2012). Fundamentally, a good teaching practicum experience
reinforced and bolstered instructors’ feelings of self-efficacy and agency that had been
germinating since the start of their preservice coursework. They particularly highlighted the
importance of good mentors and peer feedback in learning how to solicit learner feedback, check
for learner comprehension, and recycle content. For Sharon, her teaching practicum was “really
the only class you need to get you started [as an instructor of adult EBLs].” Caroline shared
Sharon’s sentiments by saying, “I learned a lot from my practicum experiences…I definitely
needed the practice, so the practicum clarified concepts presented in the coursework.”
Constance, Boyd, Sam, and Angela leveraged their experiences of teaching and living abroad
and Israel and Flor their experiences as immigrants to the United States into their teaching.
Constance also learned how crucial “thinking on your feet” and “being creative” is for an
instructor of adult EBLs. Caroline, Rachel, Crystal, and Constance also mentioned how valuable
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receiving feedback on their teaching via observations, in-person or via video, was to their
evolution as educational professionals.
Importance of Good Mentors
Sharon mentioned that her mentor in her teaching practicum helped her with scaffolding
activities, giving directions, and pacing, and Caroline learned about the registers of English,
adjusting “teacher talk,” and addressing connected speech with her students through her teaching
mentor. Rachel’s mentor in her practicum “made sure that we were working well with the
[teaching] materials and resources,” including the ones we selected ourselves…and “adjusting
our language level.” Crystal’s mentor prompted her growth as an instructor of adult EBLs by
discussing the challenges Crystal was facing with her practicum class. She was given clear
feedback and direction about developing “goal-oriented lesson plans” and “pacing and giving
clear instructions for activities.” For example, her mentor often cautioned by saying, “I think you
are going faster than you think you are.”
Importance of Peer Feedback
In addition to guidance and feedback from their mentors, participants appreciated the
feedback that they received from their teaching peers in the practicum, which mirrors the
collegial support that can occur via professional learning communities, post-preparation. For
example, Rachel had to videotape lessons for peer feedback and to participate in discussion
groups after viewing her peers’ videotapes. They also did in-person observations with one
another with “pre- and post-interviews when we would observe” where each student teacher
could request specific feedback on different aspects of their teaching (e.g., giving directions,
scaffolding, pacing, etc.). Rachel found that watching her peers, often seasoned instructors with
years of experience in the field before pursuing a master’s degree in TESOL, gave her
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“confidence” and “many ideas.” Crystal and Caroline had the benefit of co-teaching with a peer
in their practica, which provided a built-in mechanism for feedback, guidance, and moral
support. After the intensive guidance and support in her teaching practicum and from coteaching, Caroline found teaching independently post-preparation “jarring” or what Atay (2007)
called “reality shock” (p. 214).
Checking Learner Comprehension and Soliciting Learner Feedback
Participants employed different strategies and techniques for checking learner
comprehension and soliciting their feedback. Caroline does “check-ups” and reviews at the end
of each class to see what students understood and what needs to be recycled in future lessons.
Sharon conducts anonymous surveys with her classes to solicit feedback about any
incomprehensible “teacher talk” as well as the pacing of how she presents content in her classes.
Caroline and Flor have tried to make these comprehension checks “more fun” by using video
apps and games to solicit learner feedback. Again, the feedback provided by learners can inform
adjustments in instruction that can positively impact both the instructors’ and adult EBLs’
feelings of self-efficacy and agency in adult ESOL classrooms.
Repetition, Recycling, and Spiraling Content
Krashen’s (1985) notion of comprehensible input is aligned with the importance of
repeating material and concepts in adult ESOL classrooms, which is often couched as recycling
or spiraling in the field of TESOL. For Rachel, these concepts, coupled with soliciting learner
feedback, are crucial because “there is a fine line between challenge and frustration” for many
adult EBLs. Recycling for Flor was connected to learning “how to properly pace myself when I
was teaching” and to “scaffold and repeat content to enhance learner comprehension.” For Flor,
the litmus test of how effective her instruction was dependent upon whether her students could
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“reconstruct material from previous lessons.” With the feedback regarding “what information has
been retained and what still needs more practice,” Flor could plan future lessons more
effectively. Clearly, repetition, recycling, and spiraling are manifestations of sound pedagogical
content knowledge (Shulman, 1986).
Distance Teaching and Learning
It’s a minority of students that are able to engage with the technology and do the online thing
very effectively and get as much out of the experience as they can get. (Sam)
Without a doubt, the prominence of this theme is directly related to collecting the data for
this study during the height of the COVID-19 pandemic. Had the data been collected a year or
two earlier, I suspect that this theme might not have appeared in the data at all. With that said,
although Sam and Boyd had extensive online teaching experience prior to the pandemic and the
dramatic and abrupt shift to distance teaching and learning, this was an area that they learned “on
the job” because it was not addressed in their preservice preparation programs explicitly nor
comprehensively. Given when the data for this study were collected, many of the interview
participants shared this lack of preparedness when reflecting upon their preservice preparation
and their struggles to adjust to remote instruction and to compensate for the digital divide
(Boeren et al., 2020) experienced by many of their adult EBLs. Moving forward, incorporating
content related to the effective andragogical use of educational technology and conducting
engaging remote instruction should become more prominent components in preservice
coursework, including the teaching practica, and ongoing PD for instructors of adult EBLs.
Remote Instruction
Most participants mentioned receiving little or no preparation for online or remote
instruction, simply because the COVID-19 pandemic and its impact on adult ESOL programs
could not have been predicted ahead of time. Flor and Sharon mentioned, however, having
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“some exposure to online activities” in their preservice certificate programs. This minimal
exposure prompted Angela to assert the “importance of educational technology” in preservice
preparation and ongoing professional development, especially for novice instructors of adult
EBLs. Crystal learned about “using LMSs [learning management systems] in my graduate
program,” but the “actual synchronous [teaching] time online was new for me.” Sharon
embraced asynchronous activities in remote learning as a way to enhance content instruction and
language acquisition for adult EBLs, a notion supported by UDL, culturally responsive and
sustaining pedagogies, pedagogical content knowledge (Shulman, 1986), and Housel (2021). For
Sharon, “asynchronous instruction can become beneficial for people who just need that extra
time. They can’t move through or process information as fast.” For Constance, so much in
preservice programs regarding preparing to teach, especially implementing instruction and
conducting informal assessments, involved circulating around a physical classroom to ascertain
students’ engagement and comprehension of material. She has found remote instruction via
Zoom challenging because she cannot “read the room” or informally assess students, especially
when “their webcams are off,” which Gross (2020) acknowledges might be manifestations of
trauma. Despite his extensive experience with online/remote instruction, Sam still finds the lack
of face-to-face, in-person interactions “demotivating” for both him and his students, which can
directly impact instructors’ feelings of self-efficacy and agency.
Digital Divide
The digital divide is a confluence of instructors’ complete lack of or inadequate
preparation for remote instruction and students’ socio-cultural-emotional factors. With the abrupt
shift to distance teaching and learning caused by the COVID-19 pandemic and its subsequent
public health lockdown of educational settings, Sam, Boyd, and Flor mentioned having to teach
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“technology with no resources,” especially with students who lacked equipment, sufficient
digital literacy, and adequate bandwidth and WiFi. For Sam, “that technological curve hit them
[adult EBLs] hard. I was trying to provide support to them in those areas as well as deliver
content.” Rachel found this “learning curve” particularly challenging for beginning-level adult
ESOL students. Fundamentally, both instructors and students alike needed the equipment
(laptops, webcams, and hot spots) to engage in remote instruction effectively and productively.
Flor quickly realized that most adult ESOL programs could not have predicted the enormity of
the problem and were caught completely unaware and unprepared, lacking both the ability and
the funding to provide these needed resources. The digital divide reinforces the importance of
acknowledging and leveraging students’ lived experiences to adapt and differentiate instruction
and instructional approaches to meet their learning needs and realities more effectively, which
are the hallmarks of culturally responsive/sustaining, student-centered, and decolonizing
pedagogies (Gay, 2002; Guy, 1999; Ladson-Billings, 1995b; Martin et al., 2017; Paris & Alim,
2017).
Summary of Areas Perceived as Lacking in Preservice Preparation Programs
Based on reviewing the transcripts, interview participants identified the following areas
that they felt were not adequately addressed or covered in their preservice preparation. With the
exception of Constance, who had extensive corporate training experience internationally before
teaching adult EBLs in the United States, many participants cited classroom management,
especially managing disruptive, uncooperative, or seemingly disinterested students and
addressing oppressive dynamics in adult ESOL classrooms and programs (see below), as lacking
in their preservice preparation programs, which are key elements of a component of the
theoretical framework for this study: culturally responsive, sustaining, and decolonizing
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pedagogies. This assertion was also supported by survey participants’ responses to Q39 on the
TESOL Standards sub-survey regarding classroom management (“managing disruptive or
uncooperative students in the classroom”).
Another area that was lacking in preservice preparation programs for many interview
participants was conducting formal and informal assessments of adult EBLs, including fostering
student self-assessment. This insufficient coverage of assessments was mentioned more often
among those who completed certificate versus graduate preparation programs. Flor, for example,
had to trust her intuitions when conducting informal assessments: “I kept seeing the confused
look on their faces,” so “I knew that I had to take a different approach, recycle, or adapt the
material I was presenting.” Caroline and Flor mentioned the importance of making informal
assessments fun, like doing gaming activities, which is a strategy they learned in the field, postpreparation. Rachel asserted that “informal assessments are more important [than formal
assessments] to evaluate the effectiveness of teaching and student learning.” With informal
assessments, “the instructor has more one-on-one, from time-to-time, to talk with a student to see
what they know and what they are struggling with,” which Flor has found extremely helpful in
teaching adult EBLs. Caroline and Crystal mentioned that the ubiquity of formal assessments
required in many adult ESOL programs in the United States went unaddressed in their preservice
graduate preparation programs. Since Crystal has taught many writing classes, she has become
familiar with rubrics as formal assessments of her students’ academic gains and outcomes.
Rachel acknowledged the importance of “aligning instruction to formal assessment,” but she and
Flor soon realized that mandated curricula in many programs where they now teach “do not
match the formal assessments required in grant-funded programs,” which can prove frustrating
for instructors and adult EBLs alike and diminish their feelings of self-efficacy and agency.
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Rachel shared the intriguing insight that “formal assessments are actually assessing the
instructor, not the students.” Rachel, Crystal, and Flor also mentioned the explicit cultural and
linguistic biases common among many formal assessments to measure student outcomes and
“gains” used in adult ESOL programs, which also aligns closely to the underpinnings of CMLA
and culturally responsive, sustaining, and decolonizing pedagogies (García, 2008, 2015; Gay,
2002; Guy, 1999; Ladson-Billings, 1995b; Martin et al., 2017; Paris & Alim, 2017).
Consistent with Brookfield (2017), Cranton (1996), and Pasternak et al. (2018), Boyd felt
that teacher self-reflection should be cultivated during preservice preparation and nurtured
continually post-preparation to foster professional evolution, growth, and longevity in the field.
Given the constantly changing dynamics among adult EBLs and within adult ESOL programs in
the United States, especially within the overarching context of the ongoing COVID-19
pandemic, Boyd asserted that instructors should reflect upon challenging students and situations
they confront in their classes and “think about what you could have done differently or better.”
Although preservice preparation coursework often touches upon cultural and linguistic
diversity, most programs do not address how to confront, discuss, and overcome oppressive
dynamics, like racism, sexism, ageism, xenophobia, linguicism, classism, etc., in adult ESOL
classrooms and programs. Flor was very forthcoming about discrimination she has experienced,
from both students and program administrators, around age, gender, national origin, accent, and
skin color (i.e., experiencing discrimination for “being a young woman, speaking with an accent,
being a person of color, and being an immigrant from South America”). Overall, there is a
reluctance on the part of many instructors of adult EBLs, who are overwhelmingly White, to
confront oppressive dynamics in their classrooms and programs, especially those related to race
or skin color or what Gerald (2020) called “combatting the altruistic shield.” Acknowledging the
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power and privilege of instructors, Boyd, Angela, and Constance all admitted having to deal with
oppressive dynamics related to gender, race, and ability in their adult ESOL classrooms. Angela
experienced oppressed and minoritized students in her class “oppressing others they feel are
inferior [to them] to maintain a pecking order among oppressed groups,” which resonated with
Wilkerson (2020). Angela grappled with the challenge of “how do you push back on those things
and still maintain the cohesive community that is necessary for them to acquire a new language”
and “not appearing as the cultural or antiracist guru?” Clearly, given the diversity evidenced
among adult EBLs and among adult ESOL programs in the United States, confronting oppressive
dynamics of all sorts should be addressed explicitly in preservice preparation programs and
ongoing professional development. These data points affirmed and validated the presence of
CMLA and culturally responsive and sustaining pedagogies within the study’s theoretical
framework.
Chapter Conclusion
Overall, the quantitative and qualitative analyses conducted supported the research
hypothesis of the first research question explored in this chapter: Participants did feel a moderate
to strong alignment of their preservice preparation to the TESOL standards for the preparation of
instructors. On the other hand, the quantitative and qualitative analyses conducted supported the
null but did not support the research hypothesis of the second research question: There was no
significant difference regarding participants’ feelings of readiness as instructors to address their
adult EBLs’ learning needs in a classroom setting based on the length and academic rigor of their
preservice preparation. Specifically, graduates from master’s level programs did not necessarily
feel better prepared with hands-on techniques and strategies to address their learners’ needs than
graduates from shorter-term certificate programs. In fact, given the focus on practical application
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and the “nuts and bolts” of classroom instruction or what Hobbs (2013) described as the “basic
toolkit” (p. 171) in their preservice preparation, graduates of certificate programs often felt better
equipped in many “hands on” ways to address their adult EBLs’ learning needs in a classroom
setting than did many graduates from masters-level preparation programs. Arguably, the broader
and more comprehensive preparation afforded in graduate programs provided a stronger
foundation on which to navigate the realities of teaching and advancing professionally in adult
ESOL programs in the United States, especially assuming roles outside the classroom, including
as policy makers, administrators, curriculum and staff developers, and educational researchers as
Boyd, Sam, Rachel, and Angela have done. The only exceptions among interview participants
who assumed curriculum development or administrative roles without graduate degrees were
participants with unique backgrounds: Constance had over 30 years of administrative experience
in corporations before earning a certificate to teach adult EBLs, and Israel, with a bachelor’s
degree, leveraged being surrounded by and working in his family’s EFL business since
graduating high school as he started developing curricula for online classes in his family’s school
in Argentina.
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CHAPTER 5
FINDINGS FROM REFLECTIONS ON PROFESSIONAL DEVELOPMENT AND
COLLEGIAL AND SUPERVISORY SUPPORT
Because survey participants were not required to identify the number of professional
development sessions or conferences they attend each year, there was no way of accurately
comparing the access and frequency of professional development with their feelings of growth
and evolution as educational professionals. Consistent with Farrell (2012), the novice instructors
interviewed affirmed the importance of attending ongoing professional development to “fill in
the gaps” and to strengthen the foundation provided in their preservice preparation. The
participants who volunteered and completed the follow-up interviews were likely not
representative of instructors in the field of teaching adult EBLs in the United States because they
appeared more open to professional growth and exploration just by their enhanced participation
in this study and their support of the research itself. Similarly, the inconsistent support received
from teaching colleagues and supervisors among the interview participants made comparing
results from the Collegial and Supervisory Support sub-survey to the qualitative findings
implausible.
Overall, the descriptive statistics conducted on the Likert-scale survey items revealed that
participants do not seek out support from their teaching colleagues or supervisors consistently,
perhaps out of fear of appearing incapable or incompetent, which failed to support the
unequivocal inclusion of professional learning communities within the theoretical framework for
the study. This concern could be exacerbated with supervisors, given their evaluative role over
instructors. Much like the TESOL Standards sub-survey, the other statistics conducted on the
Collegial and Supervisory sub-survey, including item analysis, item interitem correlation, and
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reliability measurements, were solid and provided insights around how the sub-survey instrument
might need to be modified for replication in future studies.
Coding the interview transcripts revealed three overarching themes from the semistructured interviews that are related to the categories of questions posed and the reflections
shared by the interview participants concerning: 1) professional development, with subthemes; 2)
collegial support from teaching colleagues; and 3) supervisory support.
The chapter concludes with discussing the importance informal support from teaching
colleagues and supervisors can have on overcoming feelings of isolation common among
instructors of adult EBLs, especially given the adjunct nature of teaching in multiple programs.
Having supervisors who are former instructors themselves or who are at least empathetic to the
challenges of teaching adult EBLs and the co-occurring and socio-cultural-emotional factors they
bring into the classroom was crucial for interview participants. Being able to “bounce off ideas,”
share teaching techniques, strategies, and activities, and vent their frustrations with teaching
colleagues and supervisors can do much to counteract potential burn-out and promote enthusiasm
and longevity of instructors of adult EBLs in the field. Of course, these feelings of isolation and
diminished access to teaching colleagues and supervisors were exacerbated during the COVID19 pandemic, its accompanying public health lockdown, and the abrupt shift to remote
instruction, which was when the data for this study were collected.
Research Questions and Hypotheses Explored in this Chapter
The following research questions and hypotheses were explored through the quantitative
and qualitative data analyses from items on the survey instrument and from the semi-structured
interviews related to professional development (PD) and collegial and supervisory support.
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1) How often do instructors of adult EBLs receive formal in-service PD? How do they
perceive the influence of any formal in-service PD received on their ongoing growth as
educational professionals?
The research hypothesis for these two combined questions was that the more formal inservice PD instructors receive would have a positive influence on their growth as educational
professionals while the null hypothesis was that there would be no influence on their
perceptions of growth as educational professionals based on more formal in-service PD.
2) How do instructors of adult EBLs perceive the influence of any informal guidance and
support provided by teaching colleagues, program administrators, and supervisors on
their ongoing growth as educational professionals?
The research hypothesis for this question was that informal guidance and support provided
by teaching colleagues, program administrators, and supervisors would have a positive
influence on their perceptions of growth as educational professionals while the null
hypothesis was that more informal guidance and support from colleagues, administrators, and
supervisors would have no influence on their perceptions of growth as professionals.
Open-Ended Survey Questions Regarding Professional Development
Prior to the 10-item Collegial and Supervisory Support sub-survey, there were various
questions, mostly open-ended, related to PD. The locations and the types of PD sessions attended
by participants are detailed in Table 6. Because providing an answer to the question regarding
the number of PD sessions offered in the workplace each year was voluntary, a mean could not
be determined. Responses ranged from one to 20-plus per year, with most responding 10 or
fewer. The most common response was one to two per year. The format of these workplace PD
sessions included teacher shares, workshops, outside speakers, presentations from publishers,
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Table 6
Locations and Types of Professional Development Sessions Attended
n

%

Professional Development Offered in the Workplace
Yes

55

73.3

No

20

26.7

Attend Professional Conferences Outside Work
Yes

52

69.3

No

23

30.7

Attend Other Types of Professional Development Sessions Outside Work
Yes

35

48.0

No

38

52.0

and mini conferences. Some participants included teacher observations and mentoring sessions,
professional learning communities, and networking opportunities to foster collegial support from
other instructors as workplace PD. Topics addressed in these workplace PD sessions were
typically “hands-on” and “practical,” including administrative issues, curriculum development,
learning assessments, enhancing student engagement, classroom management, and andragogical
best practices. With the COVID-19 pandemic, participants mentioned attending more webinars
and that more webinars seemed to be offered, especially those focusing on the use of educational
technology.
Participants attended professional conferences one to five times per year, with the most
prevalent response being one to two. The most common professional conferences mentioned
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were TESOL International or one of its regional branches (e.g., NYS TESOL) or local applied
linguistics or adult basic education conferences.
In addition to professional conferences, participants attended between one and 10-plus
outside professional development sessions per year, with most responding between one and five.
Much like the workplace PD sessions, participants selected topics that would enhance their
andragogy (“teaching best practices”) as well as culturally responsive teaching, social-emotional
learning, trauma-informed pedagogy, and working with adult students with dis/abilities. Others
mentioned attending more sessions related to the effective use of educational technology, likely
inspired by the distance teaching/learning prompted by the COVID-19 pandemic, while others
mentioned interest in multilingualism, global Englishes, and translanguaging.
Quantitative Findings from Collegial and Supervisory Support Sub-Survey
The quantitative findings from the Collegial and Supervisory sub-survey included
descriptive statistics, item analysis, an item intercorrelation matrix, and discussion of reliability
and validity.
Descriptive Statistics
Descriptive statistics from the Collegial and Supervisory Support sub-survey appear in
Table 7. Overall, participants did not seek out teaching colleagues and supervisors for
encouragement, guidance, and support very often. With that said, they did feel generally
supported by their teaching colleagues and, to a lesser degree, by their supervisors. They shared
successful tips and activities with their teaching colleagues and did so often. They were less
inclined to seek out teaching colleagues and supervisors for guidance with challenging situations
and were less likely to rely on supervisors for support in general. Perhaps this hesitancy was due
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to the fear of appearing incompetent to one’s colleagues and supervisor. Seeking out supervisors
might be thwarted given their evaluative function of an instructor’s performance, which can
impact an instructor’s continued employment. This reluctance to seek out support varied by
teaching context and circumstances as disclosed in the transcripts of the follow-up interviews but
could have easily been exacerbated by the impact of the COVID-19 pandemic as well.
Table 7
Descriptive Statistics for the Collegial and Supervisory Sub-Survey Items
Item

Mean

SD
1.11

Skewness
Stat. Std. Error
.457 .285

Kurtosis
Stat. Std. Error
-6.55 .563

Q51

2.72

Q52

3.22

1.15

-.168 .283

-.830 .559

Q53

2.23

1.19

.563

.281

-.838 .555

Q54

3.14

1.34

-.114 .281

-1.17 .555

Q55

2.79

1.17

.097

.283

-1.10 .559

Q56

2.49

1.40

.535

.281

-1.03 .555

Q57

2.81

1.16

.332

.281

-.961 .555

Q58

3.20

1.10

.130

.287

-.953 .566

Q59

2.96

1.35

.223

.285

-1.14 .563

Q60

2.90

1.21

.093

.283

-.862 .559

Item Analysis and Item Intercorrelation Matrix
The item interitem correlation matrix for the Collegial and Supervisory sub-survey
appears in Table 8. Much like the TESOL Standards sub-survey, the overall correlation among
the items related to collegial support and those related to supervisory support was also
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statistically significant at the .01 level (.56). The lack of consistently significant item
intercorrelations with items Q54, Q55, Q59, Q60, and especially Q58, with the other items on
this subscale raised the concern whether these questions are measuring the same underlying
construct, or not. Replicating this survey with a larger sample with statistical power would
address this concern more effectively.
Table 8
Item Interitem Correlation Matrix for Collegial and Supervisory Support Subscale
Item

Q51

Q52

Q51

1.00

.46** .58** .19

Q52

1.00

Q53

Q53

Q56

Q57

Q58

Q59

.72** .41** .57** .56** .23

Q60
.49**

.55** .43** .77** .37** .38** .51** .33**
1.00

Q55

Q55

.38** .47** .57** .46** .50** .37** .42** .38**
1.00

Q54

Q54

.17

.43** .29** .09

1.00

.52** .69** .67** .27** .49**

Q56

1.00

Q57

.35** .51** .45** .31**
1.00

Q58
Q59
Q60

.68** .25**

.57** .15

.54**

1.00

.16

.50**

1.00

.22
1.00

Note. Collegial Support: Q51, Q52, Q55, Q57, Q58
Supervisory Support: Q53, Q54, Q56, Q59
Collegial & Supervisory Support vs PD: Q60
**p < 0.01
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Reliability and Validity
As mentioned in Chapter 4, Cronbach’s α is a measure of internal consistency and is
generally considered to be a measure for estimating scale reliability (Furr, 2018). In contrast to
the item interitem correlations, Cronbach’s α for this entire sub-survey was .88, which evidenced
strong internal consistency as well as strong construct validity. When breaking down this subsurvey into its component parts, support from teaching colleagues and supervisory support, the
internal consistency remained strong. With five items, the collegial support items had a
Cronbach’s α of .86, and, with four items, the supervisory support items had a Cronbach’s α of
.83. Again, replicating this study, ideally with a larger sample size and accompanying statistical
power, would confirm or disconfirm the relatively strong construct validity as evidenced via
Cronbach’s α in this study.
Qualitative Findings from the Semi-Structured Interviews
The three overarching themes from the semi-structured interviews are related to the
categories of questions posed and the reflections shared by the interview participants concerning:
1) professional development, with subthemes; 2) collegial support from teaching colleagues; and
3) supervisory support.
Professional Development
One of the things that PD can do is affirm that what we are doing is an art and needs to be
respected as such…because we are not getting societal respect for what we are doing. (Angela)
If I engage in PD seriously, then I can improve what I am doing, make my job easier, be more
effective as a teacher, reach more students” or accomplishing “all those things that I have been
wanting to do. (Sam)
Much like Sam and Angela, the other interview participants saw the value of ongoing PD
to foster their professional growth in the art of teaching and to bolster their pedagogical content
knowledge as well as their feelings of teacher self-efficacy and agency. They were much more
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forthcoming about their experience of PD than about the support received from teaching
colleagues and supervisors, which was not uniformly consistent nor positive. Perhaps the adjunct
nature of teaching adult EBLs in the United States, which was exacerbated by the remote
teaching/learning mandated by the pandemic lockdowns, complicated accessing support from
teaching colleagues. Again, this reduced access to teaching colleagues compromised the
importance of professional learning communities within the theoretical framework of this study.
Similarly, discussing supervisors or seeking guidance and support from them, especially for
experienced instructors, might feel awkward, given the evaluative role supervisors play in
instructors’ professional lives. Even in the midst of a global pandemic, participants mentioned,
however, that support and guidance from PD, specifically through virtual venues like webinars,
remained readily available and accessible.
Constance, Angela, and Sam spoke about the importance of good quality PD to support
instructors of EBLs to “evolve as educators” and mandatory PD as necessary for Sam so
“instructors do not just skate by and do the bare minimum.” Israel couched ongoing PD for
experienced instructors as a way of sustaining empathy for students and promoting self-care by
preventing burnout and fostering feelings of teacher self-efficacy and agency (“A reminder for
some of the teachers who have been doing this for too long because you can get burned out”).
Even though instructors like Constance and Boyd indicated that they like research (“I learn
through research”), Angela, as an educational researcher herself, sees “a gap between research
and practice.” Related to Angela’s assertion, Constance affirmed that “the academic side of
things is a tool to help me be a better teacher. I’m not interested in academia for academia’s
sake…I want to go [to PD] and learn different ways to promote [my students’] learning” or, in
other words, enhance her pedagogical content knowledge and knowledge of her learners
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(Shulman 1986, 1987). Like Constance, other instructors of adult EBLs interviewed, like Sharon
and Crystal, attended PD sessions or conferences for the “nuts and bolts” of practical teaching
activities and strategies, like, for Constance, using debates to acquire research and presentation
skills while simultaneously acquiring English. Crystal and Sam advocated joining and
participating in local TESOL organizations to develop a professional network of colleagues and
to receive ongoing PD.
Topics of PD Suggested for Instructors of Adult EBLs
Sam asserted that PD should address the complex nature of language learning, especially
for adult, immigrant EBLs, and stated that “in the fields of education and TESOL, there’s not a
lot off limits.” He felt that second language acquisition, psychology and motivation, adult
learning theory, applied linguistics, home language literacy, educational technology (due to its
rapid and constant changes), hybrid and online learning (especially given the realities of the
COVID-19 pandemic’s lingering impact on adult ESOL programs), classroom management
skills, and communicative language teaching should be topics of PD. Angela, on the other hand,
felt that cultural relevance, language and power, translanguaging (“the idea that English only is
not the most beneficial nor the most empowering way of teaching”), equity and social justice
(which are all components of CMLA), the structure of the language, and the knowledge of
grammar, especially grammar in context, should be covered in PD. Israel felt that countering the
deficit model attached to adult EBLs in the United States and leveraging their resilience should
be explicitly addressed in PD, including topics such as psychosocial dynamics, strengths-based
pedagogy, fostering learner autonomy and lifelong learning, innovative and engaging teaching
strategies and techniques, and fostering a sense of belonging via a “community of learners”
(Ladson-Billings, 1995a, p. 163), which are all key elements of andragogy and culturally
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responsive and sustaining pedagogies. Constance concurred and added that the components of
adult learning theory (Knowles et al., 2015) should be integral to ongoing PD, especially learner
autonomy and agency, and advocated for an “application-oriented versus purely theoretical
focus” on “practical, classroom-based techniques and strategies” for instructors of adult EBLs.
Given Boyd’s more extensive experience in higher education, he felt that PD should focus on
developing students’ metacognitive skills (“so they can reflect on and become owners of their
own learning”) to “foster autonomous, independent, self-regulated learners” through
“communicative classrooms” with extensive “pair and group work.” For Boyd, understanding
the underlying dynamics and systems in adult ESOL classrooms and effective classroom
management should also be components of PD as should awareness of co-occurring factors, such
as autism, social anxiety, trauma, and learning dis/abilities and psychosocial supports and
resources for students as proposed by Housel (2020). Boyd also advocated for independent
reading and Constance for “expert feedback and classroom observations” as forms of ongoing
PD. Rachel always goes back to her “teaching philosophy” and her “foundational beliefs” about
teaching and learning and uses this base to leverage any professional development that she does.
Clearly, as Sam asserted, little is “off the table” when promoting the evolution and fostering
feelings of self-efficacy and agency among instructors of adult, immigrant EBLs in the United
States.
Challenges and Gaps in PD for Instructors of Adult EBLs
As Israel asserted, “it’s an issue with working at different sites, the challenges of
coordinating schedules, and the challenges of balancing work, life, family responsibilities, and
PD,” given the adjunct and part-time nature of most teaching positions in adult ESOL programs
in the United States. Similarly, the timing of conferences can be problematic for Boyd, given
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teaching responsibilities during the week and family/life commitments on the weekends. Not
getting paid for attending PD can be an obstacle that was raised by both Flor and Angela. For
Flor, “it’s difficult because you are not getting paid to go and you have other responsibilities just
with your work life, beyond your life outside of work.” Angela put this lack of renumeration and
respect for the teaching profession, especially those teaching adult EBLs, in a larger societal
context: “Respect is with money [in the U.S.A.]. You don’t need to pay for the development of
something that isn’t worth developing.” Sam also affirmed the importance of being compensated
for attending mandatory PD. Similarly, for Rachel and Israel, PD for instructors of adult EBLs
tends not to focus on true beginners or those with significant interruptions or limited formal
education (SLIFE) or those who are functionally illiterate in their home languages, which was
identified as a gap in preservice preparation as well. For Flor, the mandatory PD required by
funding organizations is not always applicable to the teaching contexts, curricula, or the adult
EBLs served or focuses exclusively on student outcomes and reporting requirements.
Fundamentally, the underpinnings of andragogy and culturally responsive, sustaining, and
decolonized pedagogies for teaching adult EBLs should be equally applied to the design and
implementation of PD for their instructors who are diverse adult learners themselves.
PD in the Time of the COVID-19 Pandemic
The data collection for this dissertation occurred during the height of the COVID-19
pandemic whose impact on adult ESOL programs and instructors of adult EBLs has been
unprecedented. The pandemic and its accompanying social isolation have, in many ways,
enhanced the need for PD and tangible collegial and supervisory support. As Sam confessed,
“the pandemic has changed how the students interact, so I see a greater need for PD…I need to
stay on top of the [constantly changing educational] technology,” but “all those ways and desires
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for PD or for furthering myself as a teacher get suppressed by the fatigue of life and all the Zoom
meetings, the struggling students, the miscommunication via email with another administrator
…you want to be energized and furthering yourself and getting better. It’s been tough.”
Basically, for Sam, “the more I work, the less time I have for PD. It seems like I am busier with
work these days,” which has been a common refrain among educators of adult EBLs during the
pandemic. Constance has also felt the need for more PD, but she has found many of the webinars
available “poorly presented” or worse “lousy.” For Rachel, the PD on educational technology
has focused more on the “toys” (i.e., the platforms and applications) versus the andragogical use
of the “toys,” which would be especially important for novice instructors with more limited
teaching experience (Farrell, 2012). Networking opportunities, which are the hallmark of
attending an in-person conference or PD session, have also been lost. For Sam, “professional
development to me was always a fun thing where you get to network with people.” Like other
interview participants, he has found the webinars and online PD “more isolating,” which, in turn,
can have a deleterious impact on instructors’ feelings of self-efficacy and agency.
Collegial Support from Teaching Colleagues
Strong and consistent collegial support has been limited for Sharon and Flor and “hit or
miss” for Rachel, given the adjunct nature of most teaching positions for adult EBLs in the
United States. As mentioned previously, accessing collegial support has been thwarted due to the
remote teaching/learning and isolation prompted by the COVID-19 pandemic lockdowns. For
Crystal and Israel, developing a “culture of teacher sharing…with an open atmosphere” among
instructors is critical for “mutual support” and “enhancing communication to serve students
better.” For Crystal, there has simply been “less natural sharing during the pandemic,” a
sentiment echoed by both Rachel and Sam. “Watching and observing teaching colleagues” is

104

essential to enhancing her own teaching for Rachel while Caroline extoled the benefits of coteaching with a more experienced instructor. Angela has found that, in general, “colleagues in
adult ed are really helpful to one another” because “the thing about adult ed (versus PreK-12) is
that there isn’t a clear structure of how to teach.” Often, receiving “good collegial support and
feedback” happens in programs that have a congregate “Teachers’ room” where impromptu and
informal teacher shares have occurred for Constance and Sam and the opportunity to vent about
the challenges and frustrations of the work for Angela. Sharon, on the other hand, has found the
Teachers’ room “tricky” because she has not found fellow instructors of adult EBLs to be
“particularly forthcoming” because “they are busy.” Boyd has had “great teaching colleagues”
over the years, and Rachel, Constance, and Crystal all affirmed the importance of receiving
“good collegial support and feedback.” For Sharon, “as a teacher, you do get tired of doing
everything yourself and you can burn out, so support is important.” As stated above, although
collegial support can foster feelings of self-efficacy and agency among instructors of adult EBLs,
the inconsistent access to such support, especially during the remote teaching/learning reality
imposed by the COVID-19 pandemic, calls into question the inclusion of professional learning
communities as a component of this study’s theoretical framework.
Supervisory Support
Much like consistent and solid collegial support, only six out of the 10 interview
participants mentioned having frequent and steady access to supervisory support. Sharon was
one of those fortunate enough to have had a “fabulous director” who was also a “fabulous
teacher.” Others, on the other hand, shared Israel and Flor’s experiences. For Israel, “there is not
a lot of supervision in the field…I don’t like being micromanaged,” but “let’s see what tools
teachers need and what training they need to do this [effectively teaching their adult EBLs]” to
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bolster their sense of self-efficacy and agency in the classroom. For Flor, ESOL programs in the
United States are not uniform (“each program runs differently”), and instructors need to adjust to
the demands of each program, often without the guidance, support, or material resources from
program managers and supervisors. Some of the novice instructors interviewed—Caroline,
Rachel, Crystal, and Sharon—mentioned the importance of mentors who provide “guidance and
support.” Constance and Flor stressed the importance of supervisors having been instructors
themselves. For Flor, “without [teaching] experience,” especially with beginning-level adult
EBLs, “the managers are not knowledgeable nor have a strong sense of the learners’ needs.” The
inconsistency or absence of supervisory support can, in part, be due to the reticence of instructors
to ask for support for fear of looking incapable or incompetent or for fear of retribution by not
being reappointed. For Boyd, he has “had to learn the hard way over the years…if you are
having trouble, go ask for help.” Challenging times, like the COVID-19 pandemic, can bring out
the best in supervisors and administrators. For Sam, his direct supervisor encouraged him to have
online office hours with pay. He confessed that “it was nice to feel appreciated and to feel
supported by the administrators and the organization” during the challenges presented by the
pandemic.
Chapter Conclusion
Answering the research question and confirming the accompanying research hypothesis
regarding the impact of formal professional development on feelings of professional growth in
any definitive way was elusive because survey participants were not required to provide answers
regarding the number of formal professional development sessions attended per year.
Consequently, the number and frequency of professional development sessions attended could
not be correlated with or compared to their answers to the Collegial and Supervisory Support
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sub-survey items in any meaningful way. Answering this question had to be inferred solely from
the semi-structured interviews.
The participants who volunteered and consented to the follow-up interviews were likely
not representative of instructors in the field of teaching adult EBLs as a whole and appeared
more open to professional growth and exploration just by their enhanced participation and
support of this research study itself. The instructors interviewed sought out professional
development to “fill in the gaps” of their preservice preparation or to address the changing
dynamics of teaching adult EBLs, especially mastering educational technology during the
COVID-19 pandemic. Seeking out PD was particularly true of the novice instructors
interviewed—Sharon, Rachel, Crystal, and Caroline—who admitted doing a lot of PD sessions
via virtual conferences and webinars to support their ongoing professional growth after
completing their preservice programs in the hopes of cultivating a stronger sense of self-efficacy
and agency as instructors. For example, Caroline said, “I’m getting a lot more of these specifics
that I did not get in my preservice program because I choose [PD] sessions focusing on adult
education” and EBLs. As an instructor in a MA TESOL program, Sam echoed the importance of
supporting novice instructors through PD, which, in turn, affirmed the assertions made about PD
and novice instructors made by Farrell (2012).
Again, answering the research question and confirming the accompanying research
hypothesis regarding the impact of more informal support from teaching colleagues and
supervisors had to be inferred from the semi-structured interviews. The support that the interview
participants received from teaching colleagues and supervisors was neither consistent nor
uniform, but many cited the positive impact that supportive colleagues and supervisors have had
on their growth, evolution, and longevity as educational professionals. For example, many

107

mentioned the importance of having supervisors who were instructors themselves or at least
empathetic and supportive to the challenges of teaching adult, immigrant EBLs, especially those
with lower English-language proficiency and/or more limited formal education or literacy levels
in their home languages. Informal teacher shares and guidance and support from teaching
colleagues, or just the ability to vent about the frustrations of their jobs, helped many interview
participants feel less “burned out” and frustrated. Given the adjunct nature of teaching positions
in the United States, working with adult EBLs can feel very isolating, so any modicum of
support from teaching colleagues and supervisors, especially material support through enhanced
pay, compensatory time, or teaching resources, can help instructors of adult EBLs feel valued
and appreciated. Again, these findings call into question the inclusion of professional learning
communities as a key component of the theoretical framework for this study.
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CHAPTER 6
DISCUSSION AND IMPLICATIONS
Although the sample size for this study was not large enough to support statistical power,
the quantitative and qualitative findings, especially from the open-ended questions on the survey
instrument and the interview transcripts, provided rich insights into instructors of adult EBLs in
the United States. Their reflections on their preservice preparation, ongoing professional
development, and collegial and supervisory support can provide a preliminary “feedback loop”
(Baecher, 2012; Farrell, 2012) to inform potential changes and modifications in preservice
preparation programs and ongoing professional development. Fundamentally, the participants
see teaching as an application-oriented profession. They find theory and research helpful,
especially research related to teaching best practices, but they want these theoretical perspectives
and research findings to inform and enhance their instruction and work with their students, thus
further cultivating their feelings of self-efficacy and agency. Even interview participants like
Constance who like research were clear in stating that they “do not like academia for academia’s
sake.” Ultimately, they want to enhance their pedagogical content knowledge, teacher language
awareness, and critical multilingual language awareness so they can help their students learn,
grow, and acquire a new language more effectively. As Constance asserted, as immigrants, adult
EBLs “can’t get what they really should be able to get out of life in America without mastering
or a least having the ability to communicate in English.” Israel and Rachel affirmed this
perspective and advocated that English-language acquisition should enable adult EBLs to survive
and thrive in America.
Contrary to what was originally anticipated, there was no significant difference between
those who went through shorter-term certificate programs and those who completed graduate
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degrees in applied linguistics or TESOL and their feelings of preparedness to work with and
teach adult EBLs as instructors in classroom settings. Graduates from both types of preservice
preparation programs felt sufficiently equipped to teach adult EBLs and accurately viewed their
preparation as the foundation on which to build their professional careers. Although teaching can
be refined with experience and is essentially a training “on-the-job” profession, many
participants found areas lacking in their preparation that should be remedied. For example,
certificate program graduates would have liked more knowledge about assessments of all sorts
(informal, formal, and student self-assessment) and more specifics about teaching the structure of
the language. On the other hand, graduates from master’s degree programs felt that their
preparation was too theoretical, with a gap between their coursework and the “realities” of
teaching adult EBLs in the field. For that reason, all felt that the teaching practicum required in
their programs brought the theory of the coursework and the pragmatic application together or,
as Sharon said, her teaching practicum was “really the only class you need to get you started [as
an instructor of adult EBLs].” Her sentiments were shared by all the interview participants.
Although more specific recommendations about modifications to preservice preparation
and ongoing PD will be asserted later, the overarching recommendation would be to extend
shorter-term certificate programs to include the areas identified as lacking, particularly
assessment, and weaving explicit practical applications of theory to instructional situations,
strategies, and techniques throughout the required coursework in graduate-level programs.
Consistent with adult learning theory and andragogy (Knowles et al., 2015), adult instructors of
adult EBLs in preservice programs and ongoing professional development feel the “immediacy
of application” (Hanstock, 2004, p. 81) to counter the oft-mentioned imposter syndrome and to
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inform their instruction with practical, application-oriented strategies, techniques, activities, and
best practices.
I suspect that the pool of research participants as a whole were reflected and represented
in those who were purposefully sampled as interview participants: All were often good, curious
students who were open to ongoing learning and PD. Consistent with Farrell (2012), the need to
pursue professional development and connect with professional organizations of instructors of
adult EBLs, like TESOL International or one of its global branches, was particularly pressing for
novice instructors who were acutely aware of the “gaps” in their preparation and the need to
address these gaps as quickly as possible. As mentioned by many of the interview participants,
accessing ongoing professional development can be challenging, even when the desire to
continue to evolve professionally exists. The demands of teaching, especially in multiple
locations, can leave instructors of adult EBLs psychically drained after long hours at work while
still needing to maintain a life/work/family balance (Day et al., 2011). As the results from the
survey instrument indicated, participants were more likely to attend PD offered at their
workplaces and less likely to attend conferences and other forms of PD outside of work. As
Angela asserted, unlike Pre-K through 12 education where mandatory PD is compensated and
occurs during the workday, most instructors of adult EBLs are not even paid for class preparation
let alone ongoing professional development. As many mentioned, especially Angela and Boyd,
the art of teaching adult EBLs needs to be respected as a profession, worthy of development and
compensation, and not seen, erroneously, as something any native speaker of English can do
(Darling-Hammond et al., 2005). As Israel cautioned, PD is not only necessary for novice
instructors but also for more experienced instructors who can get into a rut, become uninspired
and perfunctory in their instruction, lose empathy, and risk burn-out (“A reminder [that PD is
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necessary] for some of the teachers who have been doing this for too long because you can get
burned out”).
Aligned with the adjunct nature of teaching positions for adult EBLs in the United States,
accessing collegial and supervisory support can be elusive because instructors are traveling from
place to place and use their time between teaching classes for preparation. Ideally, instructors can
congregate in the Teachers’ Room before or after classes to do informal teacher shares, discuss
challenging situations or students, as well as provide an avenue for venting among colleagues, as
Constance, Angela, Israel, Crystal, and Sam have experienced. Supervisory support seems
dependent on the culture of the specific adult ESOL program and the individual supervisor.
Many supervisors and program administrators do not have experience teaching adult EBLs
themselves and thus can provide little guidance or support to instructors. If nothing else, empathy
and providing needed resources to support instructors’ work, especially for beginning-level
students, is something that both Israel and Flor mentioned as paramount. Though not directly
stated, many participants, especially the interview participants, mentioned the hesitancy of
accessing supervisory support for fear of appearing incompetent, which could have negative
consequences in performance evaluations and continued employment. All, however, professed
the importance of supportive teaching colleagues and supervisors in sustaining them in the field
and promoting their professional growth and evolution. This support proved elusive or more
difficult to access, however, during the COVID-19 pandemic, its accompanying public health
lockdown, and the ubiquity of remote instruction.
Without a doubt, the aspect of their teaching that has inspired and sustained the research
participants the most has been their students, the adult, largely immigrant, EBLs themselves. For
Constance, working with adult EBLs in the United States has made “her heart sing.” Angela
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concurred, “what keeps people in the profession is the students…the joy you leave with in almost
any adult language classroom is worth everything you’re not getting on the outside” (e.g., higher
salaries and societal respect). Perhaps as an immigrant himself, Israel identified with his students
and felt a stronger connection and deeper respect for them: “Immigration is about selfimprovement for you and for the people you love…as an instructor, you [should be] humbled by
how much they fought to be where they are [your ESL classroom],” and “You are there to make
somebody else’s life better through knowledge and through whatever resources you
have...rewarding experiences [as an instructor of adult EBLs] are every time that it works.”
To counter the recent resurgence of vitriolic anti-immigrant sentiment that has been
pervasive in the United States and globally, Israel affirmed the rightful place of immigrants as
essential participants in the American narrative: “Immigrants are the ghost writers of the
American Dream…don’t disregard their humanity.” As Kendi (2019) asserted, without
indigenous peoples, slaves from Africa, and immigrants, past and present, the United States of
America would be a profoundly different place. They have served as the cogs of capitalism,
especially because racism and capitalism are the “conjoined twins” of American society and
prosperity to this day. Consistent with the importance of teacher self-reflection (Brookfield,
2017; Cranton, 1996; Pasternak et al., 2018), instructors of adult EBLs must grapple with, strive
to overcome, and proactively oppose oppressive dynamics in all their insidious forms, including,
as the research participants in this study acknowledged, their manifestation in our adult ESOL
programs and classrooms.
Revisiting the Theoretical Framework
The data, findings, and the guiding foundation of this study, both the standards and the
corresponding performance indicators of the Standards for ESL/EFL Teachers of Adults (2008),
reinforced the selection of key components of the theoretical framework. Specifically, teacher
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knowledge in English-language teaching, including TLA and CMLA, culturally responsive,
sustaining, and decolonizing pedagogies, and teacher self-efficacy and agency were consistently
evidenced in the data and findings. Given the reticence among the participants to access collegial
support from teaching colleagues manifest in the data, the professional learning community
component of the theoretical framework was ultimately poorly supported by the findings.
Similarly, the impact of the COVID-19 pandemic, the accompanying public health lockdown,
and the abrupt shift to distance teaching/learning could not have been anticipated during the
initial design of the study when the dissertation proposal was approved in October 2019. The
data collection occurred during the height of the pandemic, so there was an element missing from
the theoretical framework that emerged prominently in the analysis of the data: using available
educational technology in ways that promote learning among adult EBLs, foster effective remote
instruction, and address the digital divide. A recommendation should this study be replicated in
the future is to expand the theoretical framework to include technological pedagogical content
knowledge (TPACK) by referring to the foundational work of Mishra and Koehler (2006). Given
the limitations of this study, especially its sample size, deciding to include or remove the
learning community component will need to be determined by the findings from subsequent
replication studies.
Suggestions for Modifications to Preservice Preparation and Ongoing PD
Based on the findings of this study and in the hopes of completing the “feedback loop”
advocated by Baecher (2012) and Farrell (2012), specific suggestions for modifications to
preservice preparation and ongoing PD, beyond the more generic and “macro-level”
recommendations made above, follow. Given the consistent presence regarding the lack of
coursework on assessments in the data, having a required course, or a significant portion of a
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required course, devoted to informal, formal, and student self-assessment in preservice
preparation is supported by this study’s findings. The remaining recommendations should at least
be raised and ideally interwoven into existing course content, to the degree possible, during
preservice preparation, with an enhanced prominence and more extensive exploration in ongoing
PD, post-preparation:
1) Provide more instruction and guidance regarding informal and formal assessments
and implementing student’s self-assessment in practice, especially in preservice
preparation. The ubiquity of standardized, formal assessments in adult ESOL
programs in the United States often went unaddressed in preservice preparation
according to the research participants.
2) Include coursework on the use of educational technology, including andragogical best
teaching practices for adult EBLs, in preservice preparation and ongoing PD,
especially given the dynamic and constantly changing nature of educational
technology. The need for this type of instruction was inspired and reinforced by the
realities imposed by the COVID-19 pandemic and the accompanying public health
mandates around remote teaching and learning.
3) Incorporate more explicit discussion of classroom management issues encountered in
adult ESOL classrooms, beyond intercultural communication, in all coursework, not
just the teaching practicum, including managing disruptive, uncooperative, and
seemingly disinterested students, in both preservice preparation and ongoing PD.
4) Related to #3, address how to discuss oppressive dynamics manifest in adult ESOL
classrooms and programs throughout preservice preparation and ongoing PD,
including confronting racism, sexism, heterosexism, classism, ageism, linguicism,
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ableism, and intolerance based on religion and weaving content that explicitly
grapples with these oppressive dynamics throughout all preservice preparation
coursework and ongoing PD post-preparation.
5) Incorporate the discussion of co-occurring factors (Housel, 2020) and teach best
practices for adult students with undiagnosed learning dis/abilities, with other forms
of physical dis/abilities and mental health issues, those struggling with social anxiety
and those on the autism spectrum (especially given the communicative nature of most
instruction in adult ESOL classrooms), those dealing with domestic violence and
other forms of trauma, etc., into preservice preparation and ongoing PD.
6) Related to #5 and given the realities of trauma among adult immigrant students,
especially refugees, incorporate trauma-informed and responsive teaching practices
(Gross, 2020) into all preservice preparation coursework and ongoing PD.
7) Incorporate more student-affirming, strengths-based approaches, like translanguaging
(Otheguy et al., 2015; Parmegiani, 2019) and culturally responsive/sustaining and
decolonized pedagogies (Gay, 2002; Guy, 1999; Ladson-Billings, 1995b; Martin et
al., 2017; Paris & Alim, 2017) into existing preservice preparation coursework and
ongoing PD. These strengths-based approaches attempt to counter the deficit model
of learning English as an adult in the United States and the hegemony of “English
only” found in most adult ESOL classrooms in English-dominant countries as well as
affirm the importance of CMLA in teaching adult EBLs as asserted by García (2008,
2015).
8) Given the challenges surrounding fostering collegial and accessing supervisory
support identified in this study, discussing how to incorporate the use of professional
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learning communities and action research into adult ESOL teaching contexts,
including higher education, should be revisited as an essential component of
preservice preparation and ongoing PD for instructors of adult EBLs. Historically,
these instructor-driven strategies for professional development and growth have been
more common in Pre-K through 12 education but could be equally beneficial in
adult/higher education settings.
9) Aligned with professional self-care and the assertions made by Brookfield (2017),
Cranton (1996), and Pasternak et al. (2018) and related to some of the modifications
listed above, teacher self-reflection should be cultivated during preservice preparation
and nurtured consistently in ongoing PD to foster professional evolution, growth, and
longevity in the field, as asserted by this study’s research participant, Boyd.
10) Explicitly address working with adults who are true beginners in learning English,
who have experienced limited or interrupted formal education (SLIFE), or who are
functionally illiterate in their home languages in preservice preparation coursework
and ongoing professional development for instructors of adult EBLs.
11) Prepare instructors for the realities of the field of teaching adult EBLs by discussing
the range and diversity of existing ESOL programs, the ubiquity of standardized
formal assessments used, and the disconnect that can occur between mandated
assessments, curricula, and the students’ learning needs while they are in preservice
preparation. Such knowledge and awareness could facilitate and ease instructors’
transition into professional practice as well as enhance their feelings of teacher selfefficacy and agency in the field. Similarly, discuss strategies of dealing with and
overcoming unsupportive supervisors who might not be educators themselves or
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counterintuitive administrative policies and practices that can obstruct and frustrate
effective instruction or undervalue adult EBLs’ progression and learning outcomes.
Limitations of the Study
The most obvious limitation is the small sample size that lacked the statistical power to
make more definitive assertions based on the quantitative data analyses and findings of this
study. Once the study has been replicated in the United States with a sufficient sample size that
supports statistical significance, the study should then be replicated internationally, given that the
Standards for ESL/EFL Teachers of Adults (2008) are for EFL instructors of adults as well, to
compare the findings between an exclusively American and an international sample. Related to
the small sample is the convenience sampling that potentially diminished the representativeness
of the survey participants as truly reflective of practitioners in the field, which also could be
addressed with a larger, more diverse sample.
Areas for Future Research
Related to replicating this study with a larger, more representative sample, reviewing the
concerns raised regarding specific items on the TESOL Standards sub-survey and the Collegial
and Supervisory Support sub-survey raised in Chapters 4 and 5 prior to replicating the study
would be an important first step. Another suggestion might be changing the research design
itself. Perhaps the current study should be divided into two studies: one focusing exclusively on
preservice preparation and another focusing exclusively on ongoing PD and collegial and
supervisory support. This division would make the survey instruments shorter, which as per
Dörnyei (2010), might enhance compliance with completion because longer questionnaires are
“counterproductive.” I would advocate maintaining the explanatory sequential mixed-methods
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design (Creswell & Creswell, 2018) because the follow-up interviews illuminated both the openended and quantitative items on the survey instrument and enriched and enlivened the findings
tremendously.
Given that the Standards for ESL/EFL Teachers of Adults were published in 2008 and the
process of developing the standards and performance criteria began in 1999, there is a need to
revisit the standards to ensure their relevance to instructing adult EBLs globally in 2021. The
results of this study validated the essence of the standards and their use to guide the coursework
offered in preservice preparation programs, but there is one area that has exploded in the past 20
years that is completely unaddressed in the Standards: the use of educational technology to
promote English-language acquisition. I would argue for the expansion of the TESOL standards
to include the use of educational technology when teaching adult EBLs, especially in light of the
COVID-19 pandemic and the subsequent ubiquity of remote teaching/learning in most adult
ESOL programs throughout the world. Similarly, exploring via research whether currently
available educational technology applications and platforms and their andragogical use to
improve digital literacy and foster content and language acquisition are present in preservice
preparation and ongoing PD for instructors of adult EBLs and, to what degree, is crucial. Related
to the eighth TESOL standard, commitment and professionalism, such skill development and
advocacy to counter the “pernicious digital divide” (Boeren et al., 2020, p. 203) in most
societies, is perfectly aligned with the standards of the profession as well as with culturally
relevant/sustaining and decolonized pedagogies (Gay, 2002; Guy, 1999; Ladson-Billings, 1995b;
Martin et al., 2017; Paris & Alim, 2017).
Other areas for future research include the topics and subject areas that should be
expanded in preservice preparation and ongoing PD for instructors of adult EBLs that were
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identified in this study. For example, future studies should explore the use of translanguaging in
adult ESOL classrooms in the United States. Besides Parmegiani (2019), most research related to
translanguaging has been conducted in Pre-K through 12 contexts and not with adult EBLs in
postsecondary or higher educational settings. Again, based on the findings of this study, further
research should be conducted around the degree to which classroom management issues, cooccurring factors, oppressive dynamics in adult ESOL classrooms and programs, and traumainformed and responsive teaching practices (Gross, 2020) are addressed in preservice preparation
and ongoing PD is also necessary. Given the challenges surrounding fostering collegial and
accessing supervisory support identified in this study, exploring and expanding the use of more
instructor-driven endeavors, like professional learning communities and action research in adult
ESOL settings, is crucial because most of this research has also occurred primarily in Pre-K
through 12 educational contexts.
Conclusion
We can’t just grab someone who speaks the language and is somewhat educated and put them in
a classroom and say, ‘Do your best.’ We need, our students need and deserve, more than that.
(Israel)
Teaching [English] is not a simple case of opening the book and pointing at the page, which I
think a lot of people think. (Boyd)
There is a lack of respect for teachers, in general, but language teachers especially.” There is a
fallacious notion that “if you speak a language, you can teach the language…the assumption is
that anyone can do it, which takes away from the art of teaching. (Angela)
These quotations support the purpose of this research study and underscore the problem
of practice articulated in Chapter 1, the need for more uniform, thorough, and comprehensive
preservice preparation and consistent, ongoing in-service professional development for
instructors of adult EBLs in the United States. The findings of this study affirmed the overall
quality of preservice preparation programs for instructors of adult EBLs but also identified areas
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that require modification and expansion. Further research regarding these identified gaps within
preservice preparation programs and ongoing PD to confirm, or disconfirm, how prevalent these
perceived shortcomings are among a larger, more representative sample of instructors of adult
EBLs, both in the United States and internationally, is warranted before proposing specific
recommendations for change and alteration. Fundamentally, in preservice preparation and
ongoing support to foster professional evolution and longevity, our quest should be to counter
the fallacy that any speaker of English can teach the language with no preparation or training
(Darling-Hammond et al., 2005). We should also strive to elevate the art of teaching adult EBLs
so that instructors are treated with the societal respect and dignity and receive the collegial and
professional support and compensation they so richly deserve. Better prepared and supported
instructors will feel appreciated and valued, which, in turn, will heighten their feelings of
professional self-efficacy and agency and enhance the quality of instruction provided and the
personal connections made to their adult EBLs. In the end, these powerful, impactful human
connections are the foundation of effective teaching and learning.
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Appendix A
Comparison of Standards for ESL/EFL Teachers of Adults (TESOL, 2008) and Standards for
Initial TESOL Pre-K—12 Teacher Preparation Programs with Components (TESOL, 2019)
Standards for ESL/EFL
Teachers of Adults
Standard 1: Planning
Teachers plan instruction to promote learning and meet
learner goals and modify plans to assure learner
engagement and achievement.
1:1 Overall Planning
• Identifies and articulates short- and long-term
plans to promote learning.
• Identifies and articulates learning goals for both
language and other content
1:2 Learner Considerations.
• Identifies learners’ interests and integrates in
planning.
• Identifies learners’ needs and integrates in
planning.
• Identifies learners’ prior learning and
background knowledge and integrates in
planning.
1:3 Lesson Planning
• Develops lesson plans that allow time for
learning, review, and assessment.
• Develops lesson plans that include assessments
to evaluate learning and achievement of
objectives.
• Develops lessons plans that connect individual
lessons to curriculum and to program objectives.
1:4 Activities and Strategies
• Designs or sequences strategies and activities to
deliver content.
• Designs or sequences strategies and activities to
address individual differences.
• Designs or sequences strategies and activities to
accomplish learning objectives.
• Designs or sequences strategies and activities
that build on learners’ problem-solving and
critical-thinking skills.
• Designs or sequences strategies and activities
that employ more than one variety of English.

Standards for Initial TESOL PreK—12 Teacher Preparation
Programs with Components
Standard 1: Knowledge of
Learners
1a) Candidates demonstrate
knowledge of English language
structures in different discourse
contexts to promote acquisition of
reading, writing, speaking, and
listening skills across content areas.
Candidates serve as language
models for ELLs.
1b) Candidates demonstrate
knowledge of second language
acquisition theory and
developmental process of language
to set expectations for and facilitate
language learning.
1c) Candidates demonstrate
knowledge of language processes
(e.g., interlanguage and language
progressions) to facilitate and
monitor ELLs’ language learning in
English.
1d) Candidates apply knowledge of
English academic language
functions, learning domains,
content-specific language and
discourse structures, and
vocabulary to promote ELLs’
academic achievement across
content areas.
Standard 2: ELLs in the
Sociocultural
Context
2a) Candidates demonstrate
knowledge of how dynamic
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•

academic, personal, familial,
cultural, and social contexts,
including sociopolitical factors,
impact the education of ELLs.
2b) Candidates demonstrate
knowledge of research and theories
of cultural and linguistic diversity
Standard 2: Instructing
Teachers create supportive environments that engage all and equity that promote academic
and social language learning of
learners in purposeful learning and promote respectful
ELLs.
classroom interactions.
2c) Candidates devise and
implement methods to understand
2:1 Classroom Management
each ELL’s academic
• Organizes and manages constructive
characteristics, including
interactions.
• Creates an environment that engages all learners. background knowledge,
educational history, and current
• Makes effective use of classroom time.
performance data, to develop
• Manages activities.
effective, individualized
• Adjusts instruction when necessary.
instructional and assessment
• Uses unexpected events to extend learning.
practices for their ELLs.
2:2 Instructor Role
2d) Candidates devise and
• Makes goals explicit.
implement methods to learn about
• Gives clear instructions.
personal characteristics of the
• Promotes learner participation.
individual ELL (e.g., interests,
• Listens and responds to learner talk.
motivations, strengths, needs) and
• Models natural use of language.
their family (e.g., language use,
• Models and promotes respectful interactions
literacy practices, circumstances) to
among learners.
develop effective instructional
• Asks questions to check for comprehension.
practices.
• Facilitates discussion.
2e) Candidates identify and
describe the impact of his/her
• Clarifies student thinking.
identity, role, cultural
• Gives corrective feedback.
understandings, and personal biases
2:3 Activities and Strategies
and conscious knowledge of U.S.
• Uses a variety of strategies and activities to
culture and his/her interpretation of
introduce, explain, and restate concepts and
the educational strengths and needs
processes.
of individual ELLs and ELLs in
• Uses a variety of strategies and activities to
general.
address individual differences.
• Uses a variety of strategies and activities to
group leaners in a variety of ways to meet goals. Standard 3: Planning and
Implementing Instruction
• Uses a variety of strategies and activities to
make content accessible.
3a) Candidates plan for culturally
• Uses a variety of strategies and activities to
and linguistically relevant,
further critical-thinking skills.
supportive environments that
2:4 Learner Considerations
promote ELLs’ learning.
• Treats learners as adults.
Designs or sequences strategies and activities
that encourage learners to use English beyond
the classroom.
1:5 Resources
• Selects appropriate resources.
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•
•
•

Conveys and maintains expectations for learner
behavior.
Engages learners in decision-making about their
learning.
Helps learners become independent, lifelong
learners.

Standard 3: Assessing
Teachers recognize the importance of and are able to
gather and interpret information about learning and
performance to promote the continuous intellectual and
linguistic development of each learner. Teachers use
knowledge of student performance to make decisions
about planning and instruction “on the spot” and for the
future. Teachers involve learners in determining what
will be assessed and provide constructive feedback to
learners, based on assessments of their learning.
3:1 Need for Assessment
• Demonstrates a recognition of the importance of
obtaining information about learner
performance.
• Ties assessment to learner objectives.
3:2 Types of Assessment
• Uses a variety of formal and informal
assessment tools appropriate for the context and
desired results.
• Uses assessment that is multimodal, systematic,
and purposeful.
• Uses assessment tools that allow learners to
demonstrate their learning.
• Uses assessment tools that are culturally
sensitive, appropriate, and equitable.
• Uses assessment tools that are instructor
generated and standardized.
3:3 Evaluation of Results
• Gathers and interprets information about learner
background, preferences, expectations, and
goals.
• Monitors learning as it happens in the classroom.
• Gathers, interprets, and documents information
about performance before, during, and after
instruction.
3:4 Learner Considerations
• Engages learners in self-assessment and
monitoring of their progress.

Candidates design scaffolded
instruction of language and
literacies to support standards and
curricular objectives for ELLs’ in
content areas.
3b) Candidates instruct ELLs using
evidence-based, student-centered,
developmentally appropriate
interactive approaches.
3c) Candidates adjust instructional
decisions after critical reflection on
individual ELLs’ learning
outcomes in both language and
content.
3d) Candidates plan strategies to
collaborate with other educators,
school personnel, and families in
order to support their ELLs’
learning of language and literacies
in content areas.
3e) Candidates use and adapt
relevant materials and resources,
including digital resources, to plan
lessons for ELLs, support
communication with other
educators, school personnel, and
ELLs and to foster student learning
of language and literacies in the
content areas.
Standard 4: Assessment and
Evaluation
4a) Candidates apply knowledge of
validity, reliability, and assessment
purposes to analyze and interpret
student data from multiple sources,
including norm-referenced and
criterion-referenced tests.
Candidates made informed
instructional decisions that support
language learning.
4b) Candidates demonstrate
understanding of classroom-based
formative, summative, and
diagnostic assessments scaffolded
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•

Uses learner feedback on instructional methods
and approaches in the design of appropriate
assessments.
• Provides constructive feedback to learners based
on assessments of their learning.
3:5 Development and Changes
• Evaluates the reliability and validity of
instructor-generated and standardized
assessment instruments.
• Uses assessment results and learner feedback to
adjust or modify the future learning objectives.
Standard 4: Identity and Context
Teachers understand the importance of who learners are
and how their communities, backgrounds, and goals
shape learning and expectations of learning. Teachers
recognize the importance how context contributes to
identity formation and therefore influences learning.
Teachers use this knowledge of identity and settings in
planning, instructing, and assessing.
4:1 Classroom Environment
• Creates an environment conducive to adult
learning.
• Acknowledges learners as adults.
• Establishes classroom routines and encourages
learners’ appreciation for each other.
4:2 Learner Identities
• Respects the legitimacy and diversity of
identities and roles’ impact on planning,
instructing, and assessing.
• Uses the diversity of adult learners’ identities
and roles as a classroom resource.
• Varies instructional practices to address learner
identities and roles.
4:3 Instructor Interaction
• Interacts equitably and responsibly with adult
learners.
• Models respectful attitudes toward cross-cultural
differences and conflicts.
4:4 Learner Communities
• Helps learners connect and apply their learning
to home, community, and workplace.
• Integrates information from learners’
communities in planning, instructing, and
assessing.

for both English language and
content assessment. Candidates
determine language and content
goals based on assessment data.
4c) Candidates demonstrate
knowledge of state-approved
administrative considerations,
accessibility features, and
accommodations appropriate for
ELLs for standardized assessments.
4d) Candidates demonstrate
understanding of how English
language proficiency assessment
results are used for identification,
placement, and reclassification.
Standard 5: Professional and
Leadership
5a) Candidates demonstrate
knowledge of effective
collaboration strategies in order to
plan ways to serve as a resource of
ELL instruction, support educators
and school staff, and advocate for
ELLs.
5b) Candidates apply knowledge of
school, district, and governmental
policies and legislation that impact
ELLs education rights in order to
advocate for ELLs.
5c) Candidates practice selfassessment and reflection, make
adjustments for self-improvement,
and plan for continuous
professional development in the
field of English language learning
and teaching.
5d) Candidates engage in
supervised teaching to apply and
develop their professional practice
using self-reflection and feedback
from their cooperating teachers and
supervising faculty.
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Seeks out and uses knowledge about learner
communities to guide instructional practice.

Standard 5: Language Proficiency
Teachers demonstrate proficiency in social,
business/workplace, and academic English. Proficiency
in speaking, listening, reading and writing means that a
teacher is functionally equivalent to a native speaker
with some higher education.
5:1 General Proficiency
• Demonstrates proficiency in oral, written, and
professional English.
• Demonstrates proficiency in social, academic,
and professional English.
5:2 Other Contexts
• Demonstrates familiarity with more than one
variety of English.
• Varies register according to context.
5:3 Classroom Performance
• Serves as an English language model for
learners.
5:4 Nonnative Advocate
• Explains and advocates for NNES [Non-Native
English-Speaking] teachers.
Standard 6: Learning
Teachers draw on their knowledge of language and
adult language learning to understand the processes by
which learners acquire a new language in and out of
classroom settings. They use this knowledge to support
adult language learning.
6:1 Classroom Environment
• Creates classroom contexts in which language
acquisition can take place.
• Scaffolds language and content.
• Integrates instruction in oral language and
proficiency.
• Adjusts teacher talk to the English level of the
learner.
• Provides language input, feedback, and
opportunities for learners to use and extend
English.
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6:2 Learner Activity
• Provides learning experiences that promote
autonomy and choice.
• Provides learning experiences that promote
cooperation and collaboration.
• Creates classroom contexts in which learners can
negotiate meaning through interactions with the
teacher and with one another.
• Creates situations where meaningful messages
are exchanged.
• Encourages learners to use their first language
skills as a resource for learning English.
• Helps learners to develop metacognitive
awareness and to use strategies for knowing
about, reflecting on, and monitoring their own
language.
6:3 Learner Variables
• Demonstrates understanding of the personal and
contextual factors that affect language learning.
• Provides learning experiences that respond to
differential rates and styles of learning.
Standard 7: Content
Teachers understand that language learning is most
likely to occur when learners are trying to use the
language for genuine communicative purposes.
Teachers understand that the content of the language
course is the language that learners need in order to
listen, to talk about, to read and write about a subject
matter or content area. Teachers design their lessons to
help learners acquire the language they need to
successfully communicate in the subject or content areas
they want or need to learn about.
7:1 Input and Practice
• Provides a model of oral and written language in
content areas.
• Provides input and practice in the different
linguistic features of the language used in a
content area.
• Provides input and practice in the discourse
structures used in the content area.
• Provides input and practice in applying
sociocultural rules that relate to the content area.
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Provides input and practice in coping strategies
that can be used when grammatical,
sociocultural, and discourse competency is not
fully developed.
7:2 Tasks in Content Area
• Incorporates real-world tasks that give learners
instruction and practice in doing activities.
specific to the content area in the four skill areas.
• Incorporates pedagogical tasks that give learners
instruction and practice in using the language
they need to successfully complete a real-world
task.
7:3 Content Knowledge in Lesson Planning
• Uses prior knowledge or expertise in content
areas to develop lessons.
• Collaborates with content specialists to develop
lessons.
• Teaches students investigative or research
strategies to acquire content knowledge on their
own.
Standard 8: Commitment and Professionalism
Teachers continue to grow in their understanding of the
relationship of second language teaching and learning
through the community of English language teaching
professionals, the broader teaching community, and
communities at large. This knowledge, in turn, informs
and changes both the teachers and the communities.
8:1 Gaining and Using Knowledge
• Seeks out, interacts, and reflects on learning in
teaching and learning communities and shares
information with the teaching profession.
• Seeks out, interacts, and reflects on student
learning and shares with teaching and learning
communities.
• Seeks out, interacts, and reflects on knowledge
about learners’ communities and shares with
teaching and learning communities.
• Pursues other opportunities to grow
professionally.
8:2 Skill Development
• Is developing his or her professional voice.
• Is developing personal professional development
plans.
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•

Continually develops his or her knowledge and
skills to improve instructional practices.
• Balances professional responsibilities with
personal needs.
8:3 Advocating
• Advocates for English language teachers and
English adult learners in his or her teaching
context.
• Builds relationship with the teaching and
learning communities to support student learning
and well-being.
• Encourages social and political strength in
learners and their communities.
• Serves as a professional resource in all learning
and teaching communities.

146

Appendix B
Survey Items Based on Each Standard of the Standards for ESL/EFL Teachers of Adults
Survey Items Developed Based on the Standards for ESL/EFL Teachers of Adults (2008)
Standard 1: Planning
Teachers plan instruction to promote learning and meet learner goals and modify plans to assure
learner engagement and achievement.
1) Integrating students’ interests into lesson planning.
2) Integrating students’ learning needs into lesson planning.
3) Developing lesson plans that allow time for learning, review, and assessment.
4) Sequencing activities effectively to deliver content.
5) Selecting culturally and linguistically appropriate materials and resources.
Standard 2: Instructing
Teachers create supportive environments that engage all learners in purposeful learning and promote
respectful classroom interactions.
6) Creating an engaging learning environment for each student.
7) Adjusting planned instruction when necessary.
8) Giving clear instructions.
9) Checking for learner comprehension.
10) Using a variety of strategies to make content accessible.
11) Differentiating activities to address individual differences.
Standard 3: Assessing
Teachers recognize the importance of and are able to gather and interpret information about learning
and performance to promote the continuous intellectual and linguistic development of each learner.
Teachers use knowledge of student performance to make decisions about planning and instruction “on
the spot” and for the future. Teachers involve learners in determining what will be assessed and
provide constructive feedback to learners, based on assessments of their learning.
12) Connecting assessment to learning objectives.
13) Using a variety of assessment tools.
14) Monitoring classroom performance before, during, and after instruction.
15) Encouraging students to self-assess and monitor their own progress.
16) Modifying future learning objectives based on assessment outcomes.
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Standard 4: Identity and Context
Teachers understand the importance of who learners are and how their communities, backgrounds,
and goals shape learning and expectations of learning. Teachers recognize the importance how context
contributes to identity formation and therefore influences learning. Teachers use this knowledge of
identity and settings in planning, instructing, and assessing.
17) Creating a classroom environment that facilitates adult learning.
18) Nurturing mutual respect among students and creating a community of learners.
19) Leveraging students’ diversity as a classroom resource.
20) Using knowledge about students’ communities and lived experiences to guide instruction.
32) Managing disruptive or uncooperative students in the classroom.
Standard 5: Language Proficiency
Teachers demonstrate proficiency in social, business/workplace, and academic English. Proficiency in
speaking, listening, reading and writing means that a teacher is functionally equivalent to a native
speaker with some higher education.
21) Demonstrating my own language proficiency in a variety of contexts.
22) Demonstrating my familiarity with more than one variety of English.
Standard 6: Learning
Teachers draw on their knowledge of language and adult language learning to understand the
processes by which learners acquire a new language in and out of classroom settings. They use this
knowledge to support adult language learning.
23) Scaffolding instruction.
24) Creating opportunities for students to use and extend their English in the classroom.
25) Encouraging student autonomy and choice in the classroom.
26) Creating pair and group work activities in the classroom.
27) Creating opportunities for students to negotiate meaning in the classroom.
Standard 7: Content
Teachers understand that language learning is most likely to occur when learners are trying to use the
language for genuine communicative purposes. Teachers understand that the content of the language
course is the language that learners need in order to listen, to talk about, to read and write about a
subject matter or content area. Teachers design their lessons to help learners acquire the language they
need to successfully communicate in the subject or content areas they want or need to learn about.
28) Applying sociocultural rules and norms when using language in specific content areas.
29) Helping students compensate for language competencies that are not fully developed yet.
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30) Creating activities in the classroom for students to use all four language skills for real-world
tasks.
31) Teaching students research strategies and skills so they can acquire content knowledge on their

own.
Standard 8: Commitment and Professionalism
Teachers continue to grow in their understanding of the relationship of second language teaching and
learning through the community of English language teaching professionals, the broader teaching
community, and communities at large. This knowledge, in turn, informs and changes both the
teachers and the communities.
•

Investigating participants’ exposure to ongoing formal professional development were
explored in the open-ended questions following the 32-item Likert scale in the survey
instrument.

•

Investigating participants’ exposure to ongoing informal professional development
through teaching colleagues, supervisors, and program administrators were explored
through the 10-item Likert scale at the end of the survey instrument.
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Appendix C
Survey Instrument
Q1) Informed Consent
Adult, emergent bi/multilingual learners are people 18 years or older who are acquiring English
as a new or additional language.
Q2) I am currently teaching adult emergent bi/multilingual learners in the United States.
o Yes
o No
Q3) I taught adult emergent bi/multilingual learners in the United States in the past but not
currently.
o Yes
o No
Q4) I am currently in a teacher preparation program to teach adult emergent bi/multilingual
learners in the United States.
o Yes
o No
Q5) Please identify the preparation you received before you began teaching:
o
o
o
o
o

No formal preparation
Certificate program
Bachelor’s degree
Master’s degree
Doctoral degree

Duration of certificate program: ____________
Field of Study: _________________________
Field of Study: _________________________
Field of Study: _________________________

Now, I would like to ask questions about the preparation you received before you began
teaching.
Q6) Based on the preparation you received before you began teaching, in what ways do you feel
prepared to address the needs of your adult emergent bi/multilingual learners?
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Q7) Based on the preparation you received before you began teaching, in what ways do you feel
unprepared to address the needs of your adult emergent bi/multilingual learners?

Based on your preparation before you began teaching, to what degree do you feel confident
doing the following activities with your adult emergent bi/multilingual learners?
Not at All
Confident
(1)

Somewhat
Confident

Confident

Very
Confident

Extremely
Confident

(2)

(3)

(4)

(5)

Q8) Integrating students’ interests into lesson planning
Q9) Integrating students’ learning needs into lesson planning
Q10) Developing lesson plans that allow time for learning, review, and assessment
Q11) Sequencing activities effectively to deliver content
Q12) Selecting culturally and linguistically appropriate materials and resources
Q13) Creating an engaging learning environment for each student
Q14) Adjusting planned instruction when necessary
Q15) Giving clear instructions
Q16) Checking for learner comprehension
Q17) Using a variety of strategies to make content accessible.
Q18) Differentiating activities to address individual differences.
Q19) Connecting assessment to learning objectives
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Q20) Using a variety of assessment tools
Q21) Monitoring classroom performance before, during, and after instruction
Q22) Encouraging students to self-assess and monitor their own progress.
Q23) Modifying future learning objectives based on assessment outcomes.
Q24) Creating a classroom environment that facilitates adult learning.
Q25) Nurturing mutual respect among students and creating a community of learners.
Q26) Leveraging students’ diversity as a classroom resource.
Q27) Using knowledge about students’ communities and lived experiences to guide
instruction.
Q28) Demonstrating my own language proficiency in a variety of contexts
Q29) Demonstrating my familiarity with more than one variety of English
Q30) Scaffolding instruction
Q31) Creating opportunities for students to use and extend their English in the classroom.
Q32) Encouraging student autonomy and choice in the classroom
Q33) Creating pair and group work activities in the classroom
Q34) Creating opportunities for students to negotiate meaning in the classroom.
Q35) Applying sociocultural rules and norms when using language in specific content areas
Q36) Helping students compensate for language competencies that are not fully developed
yet.
Q37) Creating activities in the classroom for students to use all four language skills for realworld tasks.
Q38) Teaching students research strategies and skills so they can acquire content knowledge
on their own.
Q39) Managing disruptive or uncooperative students in the classroom.
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Now, I would like to ask questions about the professional development and the support
from teaching colleagues and supervisors you have received.
Q40) Does your workplace provide professional development sessions?
o Yes
o No
Q41) If yes, how many professional development sessions are provided at your workplace per
year? _____
Q42) If yes, what types of professional development sessions are provided in your workplace?

Q43) If yes, what topics or content areas are provided in your professional development sessions
in your workplace?

Q44) Do you attend professional conferences outside your workplace?
o Yes
o No
Q45) If yes, how many professional conferences have you attended in the past year? _____
Q46) If yes, please name the specific conferences or types of conferences you have attended in
the past year?
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Q47) If yes, what, in general, are the issues or content areas addressed in the sessions you attend
at professional conferences?

Q48) Other than professional conferences, do you attend professional development sessions
outside your workplace?
o Yes
o No
Q49) If yes, how many professional development sessions have you attended in the past year?
_____
Q50) If yes, what issues or content areas are addressed in the professional development sessions
you attend?

The next set of questions address receiving informal support from teaching colleagues,
program administrators, and supervisors. Please answer the following items using this
scale:
Rarely
(1)

Sometimes

Often

Frequently

Always

(2)

(3)

(4)

(5)

Q51) I rely on my teaching colleagues for encouragement and support.
Q52) I am satisfied with the encouragement and support I receive from my teaching colleagues.
Q53) I rely on my supervisor for encouragement and support.
Q54) I am satisfied with the encouragement and support I receive from my supervisor.
Q55) I consult my teaching colleagues regarding challenging situations I am experiencing with
students in my classroom.
Q56) I consult with my supervisor regarding challenging situations I am experiencing with
students in the classroom.
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Q57) My teaching colleagues share effective activities and strategies with me.
Q58) I share effective activities and strategies with my teaching colleagues.
Q59) My supervisor takes my needs and concerns into consideration when scheduling classes,
staff meetings, or professional development sessions.
Q60) I rely more on my teaching colleagues and supervisor than on formal professional
development sessions to support my growth as an educator.
Q61) Other comments, especially anything overlooked in the above questions.

Q62) I taught or have been teaching adult emergent bi/multilingual learners for ______
year(s). Please round up to the next full year (if necessary).
Q63) I identify my gender as:
o Male
o Female
o Other: Please identify _________________
Q64) I identify my race as:
o African American or Black
o Asian or Pacific Islander
o Hispanic or Latinx
o Native Alaskan, Native American or American Indian
o White
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o Bi/Multiracial
o Other: Please identify ___________________________
Q65) I am _______________ years old.
Q66) I consent to be contacted for a follow-up interview.
o Yes
o No
If yes, please provide your preferred email address:
_________________________________________
Q67) Any final thoughts about this survey or its contents in general.
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Appendix D
Semi-Structured Interview Questions
Interviewer: Thank you for agreeing to participate in a follow-up interview after completing the
online survey. I would first like to learn a bit about your experience teaching adult, emergent
bi/multilingual students.
1) Tell me about your most rewarding teaching experience, either with an individual student
or an entire class.
2) Tell me about a situation with a student or a class you found challenging.
a) How did you handle this situation?
3) How did the administrators of your program help you manage this challenging situation?
a) In your opinion, could they have handled the situation differently?
Interviewer: Now, tell me about your preservice preparation.
4) In your opinion, how well did your preservice preparation address planning for instruction
(lesson planning, selecting materials and resources, etc.)? Can you give me an example? Tell
me more.
5) In your opinion, how well did your preservice preparation address implementing instruction
(pacing instruction, giving directions, and scaffolding activities)? Can you give me an
example? Tell me more.
6) In your opinion, how well did your preservice preparation address student assessments, both
formal and informal? Can you give me an example? Tell me more.
7) In your opinion, how well did your preservice preparation address the importance of the
teaching context? Can you give me an example? Tell me more.
8) In your opinion, how well did your preservice preparation address using different registers of
English and adjusting teacher talk to the students’ language proficiency? Can you give me
an example? Tell me more.
9) In your opinion, how well did your preservice preparation address supporting adult learning,
including creating a community of learners and promoting learner autonomy? Can you give
me an example? Tell me more.
Interviewer: Now, tell me about your professional development experiences and the support you
get from supervisors and colleagues.
10) What areas do you believe should be addressed in professional development and
professional conferences?
11) Tell me about your supervisors and teaching colleagues where you work. What kind of
support do you get from them? Can you give me an example? Tell me more.
12) To what degree does your work schedule or life responsibilities impact your ability to
attend to your professional growth? Can you give me an example? Tell me more.
13) Is there anything else you would like to share?
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Appendix E
A Priori Codes Based on the TESOL Standards for ESL/EFL Instructors of Adults
Developing lesson plans
Implementing lesson plans
Students’ background knowledge
Students’ lived experiences
Linguistically appropriate materials
Linguistically appropriate resources
Culturally appropriate materials
Culturally appropriate resources
Diversity
Pacing activities
Sequencing activities
Individualizing instruction
Giving clear directions
Scaffolding activities
Culturally appropriate classroom practices
Linguistically appropriate classroom practices
Variety of instructional activities
Classroom expectations
Classroom management
Informal assessments
Formal assessments
Checking learner comprehension
Soliciting learner feedback
Learning environment
Home languages as a resource
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Pair work
Group work
Different registers of English
Adjusting teacher talk
Discourse patterns
Idiomatic expressions
Sociocultural rules
Respecting students as adults
Nurturing autonomous learning
Nurturing lifelong learning
Socio-cultural-emotional factors
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Appendix F
Codebook for Coding the Interview Transcripts
A priori codes from the TESOL Standards for ESL/EFL Teachers of Adults (2008)
Developing lesson plans
Planning for classroom instruction by creating learning goals and objectives and selecting
appropriate activities and materials to achieve the identified goals and objectives.
Examples: Creating lesson plans in preservice preparation coursework; preparing for instruction
in the teaching practicum or in the field; selecting linguistically and culturally appropriate
materials; limited time or compensation for classroom preparation in the field post-preparation
Implementing lesson plans
Actualizing the planned goals, objectives, and activities in classroom practice.
Examples: Putting lesson plans and planned activities into practice in the practicum or in the
field; adjusting plans and “thinking on your feet;” being reflective in the moment and creative
while teaching
Students’ background knowledge
Assessing adult EBLs’ level of education, consistency of prior formal education, and level of
literacy in their home languages to guide the planning and implementation of instruction
accordingly.
Examples: Assessing students’ level of literacy in their home languages; assessing students’ level
of prior education and its consistency; assessing language distance from English
Students’ lived experiences
Being aware and empathetic to adult EBLs’ lived experiences, including current realities, when
planning and implementing instruction and gauging learner outcomes and achievement.
Examples: Addressing students’ immigration experiences and adjustment to the United States;
understanding what prompted students’ immigration to the United States; living in L1 enclaves
in larger cities in the USA (which can temper motivation to acquire English)
Diversity
Being sensitive to how your class of adult EBLs is different, individually and collectively,
respecting those differences but teaching to their common learning goals and needs.
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Examples: Addressing differences in home cultures and languages explicitly in classroom
instruction; supporting positive intercultural communication; fostering multicultural and
multilingual respect and understanding
Pacing and sequencing activities
Selecting activities and implementing them at an appropriate pace to maximize adult EBLs’
engagement, comprehension, learning, and successful task completion.
Examples: Scaffolding activities to facilitate acquisition of content and language; implementing
activities incrementally to promote successful task completion; pacing activities to foster active
engagement, without boredom or overwhelm
Individualizing instruction
Modifying planned instruction or activities to address the unique learning needs of individual
adult EBLs.
Examples: Adapting lessons and content to meet the expressed or implied learning needs of
individual adult EBLs; providing different or additional assignments based on how quickly or
slowly a student is acquiring content; allowing extra time or extending deadlines to
accommodate adult EBLs’ unique learning and processing needs; providing outside academic
support
Giving clear instructions
Providing step-by-step instructions for activities or assignments that are comprehensible to adult
EBLs to foster successful language acquisition and task completion.
Examples: Assessing students’ comprehension of instructions given; assessing clarity of
instructions based on successful and accurate completion of assigned tasks
Culturally and linguistically appropriate classroom practices
Using the cultural and linguistic strengths that adult EBLs bring into your classroom to plan,
implement, and measure the efficacy and relevance of classroom instruction.
Examples: Translanguaging; culturally responsive and decolonized pedagogies and teaching
practices; promoting equity and social justice in adult ESOL classrooms and programs; teaching
grammar in context
Classroom expectations
Providing clarity and structure about expected outcomes of classroom instruction for adult EBLs.
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Examples: Developing classroom rules and routines; setting an agenda for each class session;
creating a class structure; being clear with students about expected performance outcomes and
deadlines
Classroom management
Maintaining the organized flow and respectful discourse of classroom instruction for the benefit
of all adult EBLs in the class.
Examples: Managing the flow of each class session; engaging students; dealing with disruptive,
uncooperative, or disengaged students; developing a community of learners; helping students
overcome obstacles to their learning; understanding and leveraging classroom and program
dynamics to enhance students’ learning outcomes
Informal assessments
Using informal queries to ascertain students’ comprehension of content or language structures.
Examples: Using surveys or games to ascertain learner comprehension and mastery; meeting
students one-on-one to assess comprehension; doing polls at the end of class regarding the
difficulty of content presented during the class and what will need to be repeated/recycled in
future class sessions
Formal assessments
Using standardized tests and exams to measure students’ mastery of content and learning
outcomes.
Examples: Standardized assessments required by adult ESOL programs, academic departments,
or funding organizations; cultural and linguistic biases in these standardized formal assessments;
rubrics for writing classes
Checking learner comprehension/Soliciting learner feedback
Asking questions of students or seeking their direct input about how well they understood
presented content and how the class might need to be modified to meet their learning goals and
needs more effectively.
Examples: Encouraging a feedback loop with adult EBLs by providing feedback and guidance to
them in a timely fashion; adjusting content, resources, and instruction based on learner feedback
and input
Learning environment/teaching context
Ascertaining the focus or purpose of adult ESOL programs and tailoring instruction accordingly.
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Examples: Ascertaining focus of program: ESL vs EFL, survival English, English for
vocational/workplace development, English for academic preparation or college readiness; what
is a successful learner in my teaching context or what learning outcomes are expected?
Pair and group work
Fostering learner autonomy or agency by having students work with others in the class.
Examples: Having students work in pairs or small groups to complete assigned tasks based on
content presented; having students work together to foster oral/aural comprehension;
encouraging discussions among students who might be reticent to participate in large-group or
whole-class discussions; having students work together for group projects and presentations to
foster a community of learners and learner autonomy
Registers of English/Adjusting teacher talk
Being mindful of the complexity of language and using different types of English for different
purposes, including different standards of English.
Examples: Teaching American slang, idioms, and cultural references; teaching when to use
informal or formal language; using different styles of language when writing an email to friends
versus a letter for a job promotion or scholarship or academic writing for the university
Respecting students as adults
Seeing adult EBLs as peers and equals, worthy of dignified treatment and respect.
Examples: Respecting students as peers with adult aspirations; finding age-appropriate teaching
materials and resources; addressing adult EBLs’ expressed needs and learning goals; developing
supportive and empathetic relationships with students; treating adult students as unique
individuals (“look beyond the surface” and “don’t put students into boxes”)
Nurturing learner autonomy and agency
Encouraging adult EBLs to learn and function independently and acting to secure what they need
by using their enhanced English-language proficiency.
Examples: Encouraging students to advocate for themselves in English; language as power (i.e.,
enhanced bi/multiliteracy bolsters students’ autonomy and agency and promotes marketability
for jobs); encouraging adult EBLs to choose learning activities and resources for themselves in
the class; fostering adult EBLs’ metacognitive skills in academic-preparation and higher
education settings
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Socio-cultural-emotional factors
Sensitivity and awareness to societal, cultural, and emotional dynamics that can impact adult
EBLs’ learning outcomes and consistent attendance in programs.
Examples: Respecting adult EBLs’ multiple responsibilities (work, family, etc.); leveraging adult
EBLs’ motivation and life goals to acquire English; understanding the trauma of immigrating to
another country, including loss of status and discrimination; promoting empathy for students’
struggles inside and outside the classroom; addressing culture shock and other mental health
issues; developing awareness and empathy for students’ emotional reactions to the COVID-19
pandemic and lockdown; referring adult EBLs to outside agencies for support, especially mental
health and legal support; fostering adjustment to the rigors of higher education culture in the
United States
Inductive Codes from the Interview Transcripts Themselves
Adapting resources and materials
Modifying set curricula and teaching materials to match the students’ language proficiency or
lived experiences and realities.
Examples: Adapting or modifying teaching resources, materials, and activities to make them
culturally appropriate for adult EBLs; modifying teaching resources, material, and activities to
adult EBLs’ English-language proficiency levels; modifying teaching resources, materials, and
activities to make them age-appropriate for adult learners; finding multicultural materials and
resources that promote bi/multiliteracy
Adult learning theory/andragogy
Explicitly connecting the principles of adult learning theory/andragogy into teaching adult EBLs.
Examples: Connecting instruction and activities to students’ practical, day-to-day, survival
needs; explaining the purpose of instruction and why content is being presented in the manner
that it is; assigning homework that applies content or language structures to real-life contexts
Importance of good mentors
Having more experienced instructors guide a novice instructor’s transition into professional
practice and supporting more experienced instructors’ longevity and evolution once in the field.
Examples: Receiving feedback and guidance from experts in the field via classroom
observations; receiving guidance in finding appropriate teaching materials and activities for adult
EBLs; receiving guidance, suggestions, and support for addressing challenging situations in the
classroom; being encouraged to evolve professionally through further education and training
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Importance of peer feedback
Relying on teaching colleagues and peers for guidance, suggestions, and support to evolve as an
instructor of adult EBLs.
Examples: In-person or video peer observations, during the preservice teaching practicum or
when in the field; informal teacher shares; recommendations for materials, resources, or
activities for classroom instruction
Importance of the teaching practicum
Reflecting on the transformative impact of incorporating theory, research, and preparatory
coursework into teaching in a guided, structured, and supportive environment.
Examples: Co-teaching with teaching peers or mentor instructors in the practicum; making
explicit connections between content and principles discussed in preparatory coursework to
teaching an actual class of adult EBLs; developing lesson plans for “real” classroom instruction;
receiving constructive criticism from mentoring teachers and teaching peers
Student-centered pedagogy
Tailoring classroom instruction to the specific learning needs and goals of the adult EBLs in your
class.
Examples: Doing a needs assessment of students to determine direction of instruction and need
to modify existing teaching materials or curricula; teaching to the students and not to the book or
curriculum; tailoring classroom instruction to address the cultural and linguistic needs of the
students to foster bi/multiliteracy; selecting class themes and topics that resonate with students’
lived experiences and identified learning needs
Repetition, recycling, and spiraling of content
Assessing adult EBLs’ comprehension of language structures and content and repeating material
consistently until students have adequate mastery over the material.
Examples: Based on informal and formal assessments, repeating material or content to enhance
learner comprehension and mastery; being creative in presenting the same content or language
structures via different classroom activities and modalities; encouraging students to apply
content or language structures in real-life contexts; assigning homework that repeats content or
language structures presented in the class
Remote instruction
Providing distance/virtual learning to adult EBLs, especially during the COVID-19 pandemic.
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Examples: Using educational technology, applications, and platforms effectively; addressing the
digital divide; translating practices from in-person instruction to the virtual teaching/learning
environment in andragogically appropriate ways; “reading” and assessing learning the virtual
classroom, especially when students’ webcams are turned off
Addressing oppressive dynamics in adult ESOL classrooms and programs
Being aware of and addressing oppressive dynamics that manifest in adult ESOL classrooms and
programs and confronting them to foster a more equitable learning environment for your
community of adult learners as well as a more just, fair, and respectful working environment.
Examples: Addressing racist, sexist, homophobic, classist, ableist, and other oppressive
dynamics and comments in adult ESOL classrooms and programs; owning privilege as
instructors in a classroom setting; grappling with minoritized students who are oppressive of
others; confronting oppressive classroom dynamics while maintaining a community of learners
or of supportive colleagues and supervisors
Co-occurring factors in the adult ESOL classroom
Non-academic issues that can impact participation in adult ESOL classes and thwart language
and content acquisition.
Examples: Dealing with students on the autism spectrum, with undiagnosed learning dis/abilities,
with social anxiety and other mental health issues, or experiencing trauma or domestic violence;
adjusting teaching materials and resources to support adult EBLs who are experiencing cooccurring factors to foster language and content acquisition
Collegial support
Seeking guidance and support, usually informally, from teaching colleagues, especially those
with more teaching experience or longer tenure in an adult ESOL program.
Examples: Informal teacher shares in the Teachers’ Room; requesting guidance and suggestions
about teaching strategies, techniques, and resources; requesting culturally and linguistically
appropriate materials and resources from teaching colleagues; venting about the frustrations of
teaching adult EBLs and dealing with administrative mandates or unsupportive administrators
and supervisors; importance of cultivating a supportive work environment; developing peer
networks through professional organizations
Supervisory support
Seeking guidance and support from program administrators and supervisors to enhance your
work with adult EBLs.
Examples: Support and guidance versus micromanagement; providing pay or comp time for
professional development or online office hours; covering the costs of photocopying or providing
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appropriate proficiency-level resources to adult EBLs; respecting instructors of adult EBLs as
trained professionals; coping with unsupportive administrators or supervisors; seeking
supervisory support for challenging classroom situations and students; importance of supporting
and guiding novice instructors; importance of supervisory support for ongoing professional
development and evolution; acknowledging instructors’ efforts and making them feel valued and
supported; reticence for experienced instructors to seek out guidance and support from
supervisors
Preparation versus reality
The disconnect between course content in preparation programs and the realities of applying the
content, teaching strategy and technique, or language structure or concept in practice.
Examples: Connecting preparatory coursework, theory, and research to the teaching practicum;
adjusting to the transition from contained, supportive preparation to the realities of teaching
independently in adult ESOL programs in the field; compensating for the gaps in preservice
preparation by attending professional development sessions or conferences or seeking out
guidance and support from more experienced instructors; exploring the internet for online
activities and platforms that can enhance and reinforce classroom instruction
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Appendix G
Descriptive Statistics for TESOL Standards Sub-Survey Items
Item

Mean

SD
1.04

Skewness
Stat. Std. Error
-.456 .279

Kurtosis
Stat. Std. Error
-.279 .552

Q8

3.35

Q9

3.36

.959

-.225 .279

-.269 .552

Q10

3.22

1.06

-.308 .279

-.458 .552

Q11

3.30

1.02

-.162 .281

-.388 .555

Q12

3.19

.932

.131

.279

-.075 .552

Q13

3.31

.905

.132

.279

-.761 .552

Q14

3.41

1.09

-.030 .281

-.810 .555

Q15

3.50

.954

-.291 .279

-.034 .552

Q16

3.36

.869

-.021 .279

-.077 .552

Q17

3.38

.975

.079

.279

-.577 .552

Q18

2.96

1.03

.083

.279

-.804 .552

Q19

3.08

.954

.227

.281

-.306 .555

Q20

3.07

1.05

-.138 .279

-.376 .552

Q21

3.23

1.03

-.091 .279

-.529 .552

Q22

2.82

.991

.458

.281

-.158 .555

Q23

3.12

1.07

.101

.281

-.757 .555

Q24

3.49

.895

-.076 .279

-.710 .552

Q25

3.77

.993

-.298 .281

-.949 .555

Q26

3.26

1.09

-.006 .279

-.721 .552

Q27

3.01

1.14

-.141 .279

-.811 .552
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Item

Mean

SD
1.04

Skewness
Stat. Std. Error
-.385 .283

Kurtosis
Stat. Std. Error
-.669 .559

Q28

3.71

Q29

3.12

1.05

-.102 .279

-.373 .552

Q30

3.14

1.03

-.126 .281

-.215 .555

Q31

3.49

1.02

-.159 .279

-.460 .552

Q32

3.16

1.05

-.114 .279

-.563 .552

Q33

3.72

1.08

-.530 .283

-.419 .559

Q34

3.38

1.04

.073

.279

-.571 .552

Q35

3.00

.876

.000

.279

-.499 .552

Q36

2.85

.871

.169

.279

-.171 .552

Q37

3.41

1.01

-.315 .279

-.510 .552

Q38

2.74

1.10

.086

.279

-.860 .552

Q39

2.57

1.15

.249

.279

-.678 .552
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Appendix H
Item Interitem Correlation for the TESOL Standards Sub-Survey
Item

Q8

Q9

Q8

1.00

.47** .27*

Q9
Q10
Q11
Q12
Q13
Q14
Q15
Q16
Q17
Q18
Q19
Q20
Q21
Q22
Q23
Q24

1.00

Q10

Q11

Q12

Q13

Q14

Q15

.41** .37** .41** .43** .12

Q16

Q17

Q18

Q19

Q20

Q21

Q22

Q23

Q24

.34** .45** .41** .40** .39** .48** .38** .36** .40**

.37** .43** .52** .39** .63** .28** .50** .50** .60** .48** .53** .47** .46** .61** .59**
1.00

.68** .46** .46** .53** .45** .52** .41** .49** .57** .59** .54** .32** .54** .33**
1.00

.45** .66** .61** .50** .67** .67** .58** .59** .58** .60** .44** .62** .56**
1.00

.40** .60** .40** .52** .58** .55** .51** .45** .47** .44** .52** .48**
1.00

.56** .47** .60** .66** .44** .40** .47** .61** .41** .49** .56**
1.00

.36** .71** .60** .66** .54** .58** .57** .35** .71** .60**
1.00

.42** .55** .40** .23
1.00

.38** .33** .21

.31** .37**

.56** .52** .58** .51** .66** .47** .58** .58**
1.00

.56** .37** .47** .54** .41** .54** .62**
1.00

.44** .54** .53** .47** .63** .54**
1.00

.55** .70** .61** .65** .39**
1.00

.68** .46** .58** .49**
1.00

.57** .58** .55**
1.00

.42** .41**
1.00

.63**
1.00
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Item

Q25

Q8

.40** .51** 53**

Q9

.40** .57** .50** .30** .28*

.49** .47**.42**

.57** .31** .54** .46** .70** .48** .41**

Q10

.15

.58** .33** .33*

.41** .38** .38**

Q11

.38** .49** .45** .30*

.24*

.72** .37** .44** .59** .54** .56** .41** .62** .39** .48**

Q12

.35** .70** .59** .27*

.29*

.53** .48** .46** .43** .46** .55** .46** .60** .58** .44**

Q13

.59** .49** .31** .31** .31** .62** .47** .55** .62** .66** .47** .39** .52** .27*

Q14

.40** .66** .51** .48** .39** .60** .59** .52** .66** .47** .56** .52** .63** .50** .52**

Q15

.30** .34** .28*

Q16

.50** .61** .59** .49** .51** .56** .51** .48** .53** .54** .54** .49** .60** .52** .55**

Q17

.48** .53** .46** .33** .26*

.65** .53** .50** .58** .57** .56** .34** .58** .36** .48**

Q18

.40** .53** .53** .28*

.62** .40** .44** .61** .41** .52** .48** .57** .49** .37**

Q19

.25** .50** .43** .49** .25*

.55** .48** .44** .38** .37** .50** .41** .50** .52** .39**

Q20

.23*

.47** .40** .37** .24*

.62** .47** .48** .56** .49** .55** .52** .57** .41** .50**

Q21

.35** .51** .37** .46** .27*

.63** .65** .55** .59** .61** .56** .53** .60** .49** .55**

Q22

.25** .47** .47** .36** .26*

.46** .44** .50** .33** .47** .60** .30** .38** .59** .33**

Q23

.44** .56** .47** .37** .25*

.65** .46** .52** .61** .39** .46** .47** .57** .47** .32**

Q24

.55** .52** .46** .38** .27*

.56** .55** .49** .64** .46** .51** .53** .69** .35** .46**

*p < 0.05
**p < 0.01

Q26

Q27

Q28

Q29

.30** .26*

.36** .34** .43** .15

.22

.24*

.16

Q30

Q31

Q32

Q33

Q34

Q35

Q36

.33** .52** .39** .39** .46** .50** .20

.45** .22

.30** .37** .21

.23*

Q37

Q38

Q39

.40** .28** .28**

.33** .48** .38** .33**

.37** .44** .24*

.65**

.39**

